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ABSTRACT 
This is a study of governmentality in state education in Queensland, 
Australia. In that context it presents a genealogy of the "examination" as a "history 
of the present". The point of departure is the present "problem" of selection at 
tertiary entrance. The study seeks to understand how assessment and selection in 
education have come to be viewed in particular ways. Drawing on the work of 
Foucault and his co-workers, it explicates a range of "dividing practices" including 
the State Scholarship Examination, several psychological testing programs, the 
"October Tests" and the current competency-based Performance Standards. These 
practices are shown to be technologies of the human sciences deployed for reasons 
of government. They are also shown to produce "scholastic identity" on an 
individual basis. Given that psychology and pedagogy can be viewed as human 
sciences, the shaping of pedagogy by the "psychological complex" is also examined 
for its effects on the production of the child as citizen. 
Taking account of the Foucaultian stress on discontinuity, the time frames in 
which the study is located vary according to the particular practice under analysis. 
Thus for the State Scholarship Examination, the focus is on the final period from 
1945 to 1964. The end of the Second World War was accompanied by a change in 
the way education was perceived while by 1964 the Scholarship Examination had 
been abolished and universal entry to secondary education was in place. However, 
the genealogical line of descent also necessitates attention to earlier discontinuities 
from its emergence in the second half of the nineteenth century. Psychological 
testing in Queensland calls for a time allocation based on different discontinuities. 
The piecemeal emergence of testing for selection purposes in the 1920s and the 
discontinuity of a large scale standardised testing program in 1991 mark limits for 
this aspect of the study. Special consideration is given to the period from 1948 to 
1963 as this marked the time from when the psychological complex was formally 
institutionalised to when it informed the policy and the administration of the 
"October Tests". In the case of the Performance Standards, a testing program which 
is part of an initiative for national testing based on competencies, the time element is 
centred on the present. 
Sources such as the Queensland Teachers' Journal (1940-1970), the 
Australian Journal of Education (1957-1963) were useful as were "magisterial" texts 
such as the Education Office Gazette (1940-1993), the reports to parliament {Report 
of the Secretary for Public Instruction (1923-1955), Report of the Minister for 
Education and Migration (1956-1962), and Report of the Minister for Education 
(1963-1993). The Queensland Department of Education, Education Act and 
Regulations (1934) which applied to the period 1945-1964 has also been accessed. 
In addition some recent recollections of teachers and students as well as newspaper 
articles have been used. 
The form of the thesis is as follows: Chapter 1 defines and explains the task 
and sets the study in its theoretical framework. In the light of Foucault's ideas on 
historiography, it justifies the choice of topic, theory and methodology. It 
introduces crucial concepts such as "government", "governmentality", 
"power/knowledge", "bio-power" and locates the examination as a technology of 
government which produced scholastic identity as an individual attribute. 
Chapter 2 is concerned with the application of governmentality to the 
historical data. By setting a contextual background for the study, it provides a 
means of analysing the practices of the centralised system of state education which 
operated as a "pastoral bureaucracy". It identifies ways in which a "convenient" 
position was taken in the government of education. 
Chapter 3 focuses on a particular dividing practice, the State Scholarship 
Examination and traces its emergence, transformations and its final discontinuity. It 
investigates this technology of government as a disciplinary practice of 
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"gratification/punishment" and also considers its function in terms of bio-power as it 
was used to meet certain social and political ends. 
Chapter 4 takes up Foucault's explanation of the human sciences and the 
production of the individual. It demonstrates how, in Queensland, an administrative 
need to deal with difference in the classroom precipitated the use of psychological 
tests. It also traces the shift of the psychological "gaze" to the "normal" population 
in testing programs for "vocational guidance" and considers the implications of the 
"Foucault paradox" for education. 
Chapter 5 draws on a vision for "education of the 3Hs - the Head, the Heart 
and the Hand". Articulated in 1947 by the Director-General of Education, this idea 
approximates Rose's (1990) thesis of ways in which the school pupil as a young 
citizen becomes the object of government through strategies for "governing the 
soul". It identifies a union of pedagogy and psychology which has the effect of re-
shaping pedagogy. 
Chapter 6 is a history of the present beginning with a current policy 
initiative, the Performance Standards, and tracing a line of descent to a former state-
wide program of standardised testing. By placing the past in the present, it critiques 
the "new" policy of government as text and discourse. 
Chapter 7 summarizes the study and emphasizes the significance of the 
findings. It also acknowledges limitations and suggests areas for further research. 
Questions posed at the beginning of the study are answered by the research findings, 
indicating the efficacy of using past practices to undercut the legitimacy of present 
practices. 
The study shows that the concerns of governmentality have changed over 
time. In the period 1945-1964, the needs of state-building were balanced out against 
an anti-intellectual and seemingly apathetic community which tolerated the State's 
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neglect of education. In the present, the clamour for tertiary places reflects a 
compelling "truth" which has adjusted the desires and expectations of young people, 
and thus represents a different project of governmentality. However, the common 
thread is one of preparing a socially competent citizenry by the most convenient 
means, and the practices deployed for reaching such ends are shown to be limited. 
One program of testing is replaced by another. Whilst this can be interpreted as 
symptomatic of the congenital failure of assessment in education, the study positions 
these practices as achievements of government in securing social and political goals. 
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Chapter 1 
MAPPING THE TERRAIN 
Introduction 
This is a study of governmentality in education in Queensland, Australia. Set 
against a contextual background of a centralised system of state education, the study 
is a genealogy of the "examination" as a "history of the present". Whilst the 
starting point is a current "problem" of assessment, that of selection for tertiary 
entrance, the study aims to accomplish four main tasks. First, it analyses a specific 
examination, the State Scholarship Examination, commonly known as the 
Scholarship, by positioning it as a technology of government. Second, it moves to 
another form of examination, that of psychological testing, and locates its emergence 
in Queensland schools from piecemeal administrative efforts to programs of 
government which sought to render the population of schools more 'knowable' 
(Rose, 1990). Third, it explores the influence of psychology on pedagogy and 
examines ways that schooling sought to produce the self-governing citizen. Fourth, 
it focuses on a problem of the present and analyses a proposed policy initiative for 
national testing of specific competencies, the Performance Standards. It does this in 
the light of an earlier testing program, variously known as the "Grade 7 Testing 
Program", the Queensland Primary Testing Program, and more commonly as the 
"October Tests". By placing the past in the present, the examination is investigated 
as being at the heart of 'dividing practices' (Foucault, 1982, p.208) which produce 
'scholastic identity' (Ball, 1990a, p.4) on an individual basis. The time span is 
mainly centred on the 1945-1964 period, but for reasons which will be made clear, a 
flexible approach to time is taken with a special investment placed in the present. 
The study is written from a Foucaultian perspective and draws heavily on the 
work of Michel Foucault and his co-workers. This Chapter defines and explains the 
task. It also discusses those aspects of theory which apply to this study, such as 
concepts of "government", "governmentality", "power/knowledge", "bio-power", 
"regimes of truth", "genealogy" and "history of the present", as well as an 
explanation of Foucault's "analytics of power". Throughout, the Chapter seeks to 
justify the choice of theoretical framework which makes the study different from 
both traditional and revisionist histories by pointing out particular benefits of the 
Foucaultian approach to historiography and acknowledging criticisms. The 
flexibility of the time frame is justified in the theory, as is the very choice of topic 
and the resources used. The structure of the thesis is outlined according to 
resources and content. The resources used are described and a synopsis of the 
content of each Chapter is included. Finally, a summary draws the main ideas of 
the study together. 
Defining the Task 
The 'examination' as a general concept has its own history which should be 
documented (Foucault, 1977, p. 185). In this study various forms of the examination: 
class examinations, the inspections of schools, teachers and pupils, psychological 
testing, competency-based testing and an external public examination, the 
Scholarship are investigated. All of these forms can be analysed from the point of 
view of the 'examination' being a 'technology of government' which pays attention 
to 
actual mechanisms through which authorities of various sorts have 
sought to shape, normalize and instrumentalize the conduct, thought, 
decisions and aspirations of others in or to achieve the objectives they 
consider desirable. (Miller and Rose, 1990, p. 8) 
Procedures of examination and assessment as technologies of government produce 
powerful effects in terms of 'bio-power' (Foucault, 1977), that is power centred on 
the body with its focus on the manipulation of the body. The examination is 
deployed in the government of a school population en masse and of individuals 
within it. 
The objectification of the subject occurs through the deployment of processes 
of division which are achieved either within the subject or between the subject and 
others (Ball, 1990a, p.3). These processes constitute the dividing practices which 
are clearly central to the organizational processes of education in our society (ibid., 
p.4). The examination is a dividing practice as are 'testing, profiling and streaming 
in education, the use of entry criteria for different types of schooling, and the 
formation of different types of intelligence, ability, and scholastic identity' (ibid.). 
All of these practices are pertinent to this study, although psychological tests as a 
form of examination are a significant focus for research and analysis. As a human 
science, psychology developed from psychiatry as a discourse which formulated its 
own technical means of normalization and individualization. Psychological tests, 
along with other forms of dividing practices, are instruments of 'power/knowledge' 
(Foucault, 1980a). Here, Foucault's use of pouvoir and savoir break with the 
standard definitions that "knowledge is power" or "power is knowledge" so that this 
concept seeks to explain how power is exercised through knowledges which are 
gained. Power/knowledge is thus central to government. In this relation of 
power/knowledge, psychological tests were used for "guidance" purposes to 
supplement the Scholarship, but they later replaced it in its function as a selection 
technique. In the present a new policy of national testing using competency-based 
tests has been planned for implementation in Queensland's primary and secondary 
schools in 1995. Questions are immediately raised about such a move which can be 
better answered by a critique of past practices. 
An analysis of discursive and non-discursive practices in Queensland 
education, where what was said and what was done occurred within specific 
circumstances which depended on the deployment of disciplinary power, is a crucial 
task. The chief function of disciplinary power is to 'train' people using a variety of 
'simple instruments' such as the examination (Foucault, 1977, p. 170). Through such 
disciplinary means, 'government at a distance' (Miller and Rose, 1990, p.9), is 
made possible indirectly through 
the ensemble formed by the institutions, procedures, analyses and 
reflections, the calculations and tactics, that allow the exercise of this 
very specific albeit complex form of power. (Foucault, 1991b, p. 102) 
In order to ascertain the effects of this kind of government in Queensland education, 
the concepts of government and governmentality need to be briefly explained at this 
point, although discussed more fully in Chapter 2. These concepts hinge on the way 
individuals who constitute a population are acted upon in a calculated manner in 
order to reach certain social and political ends (Rose, 1990, p.4). The task of 
government is to manage people and things in the state's own interests whilst 
attending to and improving the individual. It is through governmentality, that is to 
say the mentality of government (Foucault, 1991b), that the state's duty to itself can 
be realised on both counts. It follows then that the education system as part of the 
apparatus of the state requires this kind of control for reasons of state-building. In 
order to demonstrate the workings of governmentality, this study begins with an 
analysis of practices of education at the level of the "system". It then moves fairly 
quickly to practices at the local site of the school, an appropriate move because any 
analysis of power should begin "from the ground up". 
In terms of government, this study asks questions about the positive 
formation of the child within the modem school system through the practices, tactics 
and techniques of governmentality of which the State Scholarship examination and 
psychological testing are examples. It is also concerned with the union of psychology 
with pedagogy in the 'sixties, an arrangement which underlined the power of the 
psychological discourse on schooling practices which aimed to produce the "whole" 
child through child-centred pedagogy. Strategies to produce the child as future 
citizen are important aspects of schooling practices which are investigated since, in 
Queensland, the child was closely linked to the figure of the future citizen. 
Because population is the terrain of government in modem societies, 
language is central to an understanding of how govemment works in the form of 
programs which align persons, organisations and objectives (Miller and Rose, 1990, 
p. 10). In fact, for govemment to be successful, a new vocabulary is required: 
For the govemment of an enterprise or a population, a national 
economy or a family, a child or, indeed, oneself, it is necessary to 
have a way of representing the domain to be govemed, its limits, 
characteristics, key aspects or processes, objectives and so forth, and 
of linking these together in some more or less systematic manner. 
(Rose, 1988, p. 184) 
An instance of the power of such language is in the linkage of the liberal democratic 
ideal of the rights of the child in terms of equality of educational opportunity with 
goals for national growth and advancement. These ideals, articulated in their own 
particular language and vocabulary, steadily grew in acceptance in the post World 
War Two years in Queensland to replace earlier beliefs in education being for the 
advantage of a select few. In terms of govemment, education was to be a means of 
building a new democracy. However, failure to achieve 'principled' educational 
goals created a tension which is to be expected in a 'pastoral bureaucracy' such as 
the Queensland system, since 'despite the confiict of their ultimate principles, 
bureaucratic statecraft and pastoral ministration came to combine in the emergent 
state school system' (Hunter, 1993, p.244). 
Govemmentality relies on the use of the techniques of the 'human' or 
'mental' sciences (e.g. psychiatry, psychology, pedagogy) to increase methods of 
individualization and differentiation. The power of this knowledge was invested in 
'expertise' (Miller and Rose, 1990, p.2). The management of school populations and 
individuals within those populations was reliant on this exercise of disciplinary 
power where increasingly objectification of individuals occurred. The delinquent, for 
instance, posed a special problem, the solution to which was to be found in the 
treatment of the individual by the experts who operated in the psychological 
discourse. Similarly children who were sensory or physically impaired prompted 
administrative action which had its knowledge base in the expertise of the "psy" 
disciplines. 
Technologies of govemment which include such dividing practices as the 
examination and testing techniques operated in calculated ways on the aspirations 
and relations of pupils. Regulation of the child as the future citizen supposedly led to 
the self-goveming adult. There is a need therefore to put the child and the citizen 
into the context of the operation of disciplinary power throughout the pastoral 
bureaucracy. In order to do this, official discourse in the form of ministers' reports 
to parliament, official gazettes and joumals (described in detail later in this Chapter) 
will be examined, as too will unofficial discourse in the form of what teachers said 
either "off the cuff about their work or under the protection of pseudonyms in their 
professional joumal. Pupils' prescribed reading material is also taken into account. 
Through this investigation, ways in which discursive practices are socially controlled 
and constrained become evident. In addition to these discursive practices of 
schooling, non-discursive practices of space, architecture and time are analysed to 
demonstrate their role in the govemment of school populations and in the self-
govemment of the individual. 
The emphasis of this study therefore is not the institution of education per se 
but rather the practices which operated on the institution. Foucault in Discipline and 
Punish (1977) provides a useful example as his work is not a study of the penal 
system but rather a genealogy of its practices. Using Hunter's (1993) ideas of the 
education system as a 'pastoral bureaucracy', the analysis which this study will make 
of the "system" will be one about practices of administration and accountability 
which influenced the conditions of those working within it, as well as techniques for 
governing the child and producing the citizen. Through normalization techniques 
and hierarchical observation the Queensland educational system will be analysed in 
terms of govemment of 'men [sic] and things' (Foucault, 1991b, p.93). 
Explaining the Task 
In the manner of Michel Foucault and his collaborators this study traces a 
genealogical line of descent that seeks to understand how problems associated with 
dividing practices have come to be posed in particular ways. This approach has 
been likened to a minor literary genre, that of detective stories, where the task is to 
identify clues rather than search for a general causality (Donzelot, 1979b, p.78). 
The search for clues then takes the form of an irregular movement between the past 
and the present so as to reapproach current problems with another explanation 
(Smith, 1985, p.l). Whilst an examination such as the State Scholarship and testing 
programs such as the "October Tests" can appear to be commonplace, even mundane 
and largely taken-for-granted, they are, in the genealogical sense, worthy of 
attention. 
A genealogical approach has been chosen over traditional, revisionist and 
feminist paradigms because none would fit the aims of the task. For instance, a 
traditional view of history as a continuous, linear progression is not appropriate, 
since such treatment serves to legitimize the present as the culmination of the past. 
Traditional accounts of 'total history' or 'Whig' history are written within the 
liberal, narrative tradition, where past developments in education are presented as a 
continuous progress, spreading their benefits more widely each year, whilst all the 
time begging the question of why something happened at a particular time (B. 
Bessant, 1991, p.82). Nor is a revisionist position appropriate, because explanations 
in terms of base/superstmcture, using abstractions like the 'state-as-source-and-
repository-of-all-oppressive-powers' (Hebdige, 1988, p. 189), tend to obscure the 
local, contingent, piecemeal and mundane. Revisionist histories investigate the past 
in terms of present political concems and can give a misleading interpretation at the 
micro level of specific strategies in power relations. Whilst feminist histories seek 
to explain or interpret events in terms of underlying gender and/or class interests, 
thereby making the assumption that these interests pre-existed events and determined 
outcomes (Rose, cited by Tyler and Johnson, 1991, p.5), there is a need to consider 
the 'emergence of new ways of constituting one's own and other's interests, and new 
mobilisations of forces around them' (ibid.), in order to challenge and destablise 
categories of gender and to demonstrate that they are contingent and changeable 
(Tyler and Johnson, 1991, p.5). 
In contrast to these histories, genealogy makes a departure from global, 
totalizing explanatory systems. It seeks to ask limited and definite questions 
conceming the ways, for instance, that assessment practices in schools have come to 
be formulated and accepted. An analysis of practices is essential to this task because 
'meaning is to be discovered in surface practices, not in mysterious depths' (Dreyfus 
and Rabinow, 1982, p. 107). Therefore genealogy represents a move away from a 
depth search for foundations to an attention to the less spectacular, historical 
emergences which shape the present landscape. 
'A New Kind of History' 
The 'new kind of history', genealogy, which Foucault has designed, 
influenced by Nietzsche's ideas, deliberately tums to the discredited, the 
marginalised and a whole range of phenomena which have been either neglected or 
denied a history (Smart, 1983; Poster, 1984; Samp, 1988; Eraser, 1989). However 
there are criticisms of genealogy and because its methodology makes departures 
from traditional and revisionist historical methods these criticisms need to be 
addressed at this point. 
Over the past two decades, historiography has been changed by 
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methodologies which have been imported from all of the social sciences to the extent 
that history has become a pot-pourri of social science methods (Poster, 1984, 
pp.70-71). In this confusion the emergence of Foucault's writings has caused 
historians to criticize his methods to the point where genealogy has been labelled 
'anti-history'. Many historians have shuddered at the prospect of genealogical 
history. Their reservations are based on allegations of gaps, silences, lack of logical 
sequence, thick, metaphoric writing, shifts in emphasis to the point where 'every 
canon of the craft' is threatened, and incomplete treatments which employ 
bewildering amounts of data drawn from widely different sources (Poster, 1984, 
p.73; Marshall, 1990, pp. 16-17). Despite such criticism the virtue of the later 
writings of Foucault is that, by their very difference from other forms of social 
history, they raise important theoretical questions in the most forceful way (Poster, 
1984, p.72). Foucault offers a way of showing how the past was strange, different 
and threatening, and by demonstrating the foreignness of the past, he relativizes and 
undercuts the legitimacy of the present (Poster, 1984, p.74). For Foucault, history 
is a means of controlling and domesticating the past in the form of knowing it. 
Genealogy, in addition to being 'anti-history', has been also labelled an 
'anti-science' because it stands in opposition to the hierarchy of scientific discourse 
and goes so far as to categorise science as discourse (Smart, 1983; O'Farrell, 1989). 
Foucault (1980c, p.83) argues that 'genealogies are ... not positivistic retums to a 
more careful or exact form of science. They are precisely anti-sciences'. 
Furthermore, 'it is really against the effects of the power of a discourse that is 
considered to be scientific that the genealogy must wage its stmggle' (ibid., p. 84). 
Foucault is indeed critical of those who seek to harness the power of the reflected 
glory that the West has attributed to science. Post-stmcturalist discourses reject the 
claim that scientific theories can give access to tmth (Weedon, 1987, p.28). For its 
part, genealogy should be seen as a kind of attempt to emancipate historical 
knowledges from the power associated with science. 
Foucault has been criticised for producing a relativism in which any fixed 
point is dissolved (Clegg, 1989, p. 152). However this is too extreme a reaction 
since 'what are dissolved are notions of any transcendent position which can be 
constituted outside of discursive practices' (ibid.). For instance, discursively formed 
ways of constituting relations which have an historically specific character can be 
explained by power/knowledge in the representation of "normal" subjectivity. The 
human sciences as discourses have the power to constitute the "normal". In the case 
of psychology, the work of Rose (1979; 1985; 1988; 1990) takes up Foucault's ideas 
about the power/knowledge function of the psy disciplines and their reversal of the 
liberal humanist understanding of individuality. Rose convincingly shows how the 
mental sciences have objectified their subjects by individualizing them so that: 
As objects of a certain regime of knowledge, human individuals have 
become possible subjects for a certain system of power, amenable to 
being calculated about, having things done to them, and doing things 
to ourselves in the name of psychological capacities and subjectivity. 
(Rose, 1988, p. 197) 
Thus despite criticism, Foucault makes a valuable contribution which cannot be 
ignored and which has increasingly gained acceptance. This study will draw mainly 
on his genealogical period which he referred to as 'the genealogy of morals' (Poster, 
1984, p.95) and which embodied the notion of disciplinary power as being 
productive, differing from his earlier 'archaeological' texts where he put forward a 
concept of power that is primarily negative, inhibitive or repressive (Grosz, 1990, 
p.85). Foucault's (1977) conception of disciplinary power aims to replace the 
formerly held view of sovereign power which Machiavelli has presented (Foucault, 
1991). Foucault's view of power is also not inconsistent with Weber's account 
(Clegg, 1989, p. 153). In fact, the conceptions of power which Foucault opposes 
and contradicts 'are those which are equally at home in both classical political theory 
and marxist analysis' (ibid., p. 183). However, Foucault (1991b, p. 101) does 
concede that 'sovereignty is far from being eliminated by the emergence of a new art 
of govemment ... on the contrary, the problem of sovereignty is made more acute 
than ever'. 
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Some brief elaboration on Foucault's archaeological period is necessary to 
provide a better illumination of the genealogical period which followed it. The 
seemingly trivial histories of his archaeological work were written of 'untouchables' 
in order to expose power in discursive and non-discursive practices. Significantly 
Foucault (1972, p. 138) goes to great pains to point out that this kind of history is 
markedly different from the history of ideas. He explains how archaeological 
analysis differs from this 'rather shop soiled' traditional form of historical analysis, 
thus: 
archaeological description is precisely such an abandonment of the 
history of ideas, a systematic rejection of its postulates and 
procedures, an attempt to practise a quite different history of what 
men [sic] have said. (Foucault, 1972, p. 138) 
Foucault is adamant that he cannot be satisfied until he has shown how 
archaeological analysis differs from the descriptions of the history of ideas with its 
themes of 'genesis, continuity, totalisation' (1972, p. 138). He locates this difference 
both with 'the description of obscure continuities and retums, [and] the 
reconstitution of developments in the linear form of history' (Foucault, 1972, 
p. 137). 
After the events of May, 1968 in France, when the widespread 
disenchantment with metadiscourse empted, Foucault's interest shifted away from 
archaeology to a 'more general attention to that which conditions, limits and 
institutionalises discursive formations' (Dreyfus and Rabinow, 1983, p. 104). This 
new kind of history, 'genealogy', he explains thus: 
Let us give the term genealogy to the union of emdite knowledge and 
local memories which allows us to establish a historical knowledge of 
stmggles and to make use of this knowledge tactically today. 
(Foucault, 1980c, p. 83). 
Genealogy eclipses archaeology in Foucault's later works. Discipline and Punish 
(1977) and the first volume of the History of Sexuality (1978), where genealogy 
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occupies the central framework. While archaeology remains tied to a silencing, 
forbidding power, in contrast genealogy presents power as a productive network of 
forces that makes connections, produces objects for knowledge and utilises the 
effects of knowledge (Grosz, 1990, p.85). In Discipline and Punish Foucault 
presents 'the genealogy of the modem individual as a docile and mute body by 
showing the interplay of a disciplinary technology and a normative social science' 
(Dreyfus and Rabinow, 1982, p. 143). Thus the genealogist is a diagnostician who 
concentrates on the relations of power, knowledge, and the body in modem society 
(ibid., p. 105). 
Genealogy seeks to re-discover the complexity of events by focusing upon 
their singularity (Smart, 1983, p.77). Events are the result of forces, processes, and 
connections which might well have the appearance of being "natural" or self evident. 
For instance, the examination has its own history of emergence and whilst it has 
become an institutionalized schooling practice, it is not "natural" and should not be 
taken for granted. It warrants genealogical treatment as the use of this technology 
will probably gain in importance in schooling practices because state schooling was 
and is deeply committed to the idea of normative assessment and ranking of its 
population (Hunter, 1993, p.276). In fact, present concems about assessment have 
precipitated this study which is essentially a genealogy of the examination as a 
'history of the present' (Foucault, 1982, p. 118). 
History of the Present 
'History of the present' is not a term which is especially privileged by 
Foucault, but is one of the several he uses to describe both the task and the 
methodology of his historiography. In his view history must serve the concems of 
the present (Roth, 1981, p.42), an aim which is explained by way of his rationale 
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for Discipline and Punish, thus: 
I would like to write a history of this prison, with all the political 
investments of the body that it gathers together in its closed 
architecture. Why? Simply because I am interested in the past? No, 
if one means by that writing a history of the past in terms of the 
present. Yes, if one means writing a history of the present. 
(Foucault, 1977, pp. 30-31) 
Foucault's practice of writing history is unorthodox but this does not imply that 'any 
arbitrary constmction will do' (Dreyfus and Rabinow, 1982, p. 119). While it 
should not be expected that a history can give the 'whole picture', Foucault does 
employ 'a pragmatically oriented, historical interpretation' of 'those cultural 
practices in which power and knowledge cross, and in which our current 
understanding of the individual, the society, and the human sciences are themselves 
fabricated' (ibid., p. 120). 
It is significant that the above statements precisely describe what this 
particular study is about, thereby testifying to the appropriateness of the task to the 
method since Foucault's concept of history of the present entails a particular project, 
as well as a methodology to be used (Tyler and Johnson, 1991, p.l). The 
characteristics of the project of history of the present require that the starting point 
should be questions posed in the present in order that the terms through which those 
problems are currently understood become objects of inquiry (ibid., p.2). By taking 
a genealogical approach to a formerly neglected problem, the aim is to make the 
familiar strange, rather than the past familiar. In effect the project is concemed 
with 'the making of histories that locate the present as a strange, rather than familiar 
landscape, where that which has gone without saying becomes problematic' (ibid.). 
Historical data are used to unsettle and destabilise the self-evidence of the conceptual 
bedrock of present-day understanding and analyses (McCallum, 1993). By so doing, 
the legitimacy of the present is undercut by the past, opening it up for critique. 
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A history of the present seeks out how and when practices became thinkable, 
sayable and therefore acceptable, in order to disestablish practices of the present. 
Specific and definite questions must be asked to keep history in the present tense. 
Questions such as, "How and why do educational strategies and practices change?" 
"Why do they change when they do?" "How and why do they change in the 
particular way they do?" are important and will be asked of research into the 
Scholarship, psychological testing programs and more generally of practices which 
positioned the child in the discourse of modem schooling in Queensland. At this 
point, the current assessment controversy at the end of secondary education becomes 
a "spring-board" for the study as a history of the present. 
Present Concerns 
A current "problem" of the present is the preferred starting point for a 
history of the present. An appropriate problem which presents as a suitable case for 
attention is the ongoing assessment debate over tertiary entrance techniques and 
procedures. Because the question of assessment is a 'long-standing matter of 
concem and struggle in the educational policy community' (Ball, 1990b, p. 133), 
current policy proposals for national testing in primary and secondary education also 
feed into this debate which centres on ways in which students are positioned in the 
discourse of schooling through dividing practices. In analysing this proposal, the 
study seeks to understand how such practices will be instrumental in positioning 
students in the lead up to the final exit evaluation at the end of Year 12. These 
concems combine to constitute a "problem of the present" and therefore a starting 
point for the study. In this section the tertiary entrance "problem" will be discussed, 
whilst the policy proposal for national testing is analysed in Chapter 6. 
In the current assessment debacle, the Federal govemment at the beginning of 
1993 was faced with a 'substantial problem' of satisfying the demand for university 
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education in Australia as 285,000 students competed for only 142,000 places. The 
former Federal Minister for Higher Education, Baldwin, was dismissive in his 
analysis of the situation by blaming students for having 'unrealistic' expectations: 
You can't talk just in numbers of gross applications because a number 
of those applications are clearly unrealistic ... eighty per cent of year 
12 people are applying for a place in university this year whereas the 
historical rate of transition is 40 per cent. (Bita, Jones, and Matchett, 
1993, p.3) 
Undoubtedly there has been a transformation in the way tertiary education is 
perceived. Currently, these students, educated in a post-modem society, have been 
led to believe that an educational qualification is a "must-have" credential to secure 
their economic futures. This is a compelling idea which has been accepted and 
enshrined in recent policy reforms and in increased retention to the end of secondary 
schooling. Related high youth unemployment and an economic recession have meant 
that more students are wanting higher education than ever before. In other words, 
individual choice has been adjusted to fit a govemmental program of expanded 
secondary educational provision and participation. 
There are obvious contentions which arise in what is an economic and 
political battle for student places, yet it is not just that success and failure are 
created in accordance with resources made available by govemment that is the 
problem. Whilst the perennial concem for assessment centres on the faimess or 
otherwise of assessment practices, forms of assessment are either 'too normative or 
not normative enough ... either inaccurate and inefficient or insensitive to social and 
cultural variation' (Meredyth, 1992a, p.l). This is an on-going debate which rests 
on the failure of assessment generally. But what is of concem to this study is the 
exercise of power that produces knowledge, inscribes difference and invites 
intervention through acting in a calculated way on individuals within a population for 
reasons of govemment. 
The individual is indeed produced through processes of calibration, 
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calculation and intervention, and through such techniques is inscribed with a 
scholastic identity. It is this treatment of the individual which undermines the liberal 
humanist discourse of individualism because the individual is constituted through 
power/knowledge relations made possible by technologies of the human sciences. 
Thus this "problem" of the present, articulated as students' unrealistic expectations, 
can be analysed in terms of govemmentality, where students' choices have been 
adjusted in line with govemment aims for higher participation rates. By starting at 
this point, the study traces former assessment programs; it also analyses a policy 
proposal for national testing, which if implemented could yield information to 
position students throughout their entire primary and secondary education as a lead 
up to the final "cmnch" at the end of Year 12. Programs of assessment can be 
better critiqued by rendering them strange and suspicious rather than as "natural" 
progressions from past practices. 
'Regimes of Truth' and 'Discontinuity' 
The line of descent from this present problem is traced for almost five 
decades in a search for clues. Queensland education in the period under scmtiny, 
synchronically located loosely from 1945 to the 1960s, can be recognised as 
operating within a 'regime of tmth' (Foucault, 1980a, p. 132), or 'general politics of 
truth' (ibid.). "Tmth effects" are central to a regime of tmth, because ideas of what 
counted as tme constituted practices. Acknowledging that not all discourses carry 
equal weight and power but mn the gamut of being challenging, conflicting, 
marginal, subjugated, and contested, Foucault introduces the concept of a 'discursive 
field' as an attempt to explain how competing discourses give meaning to the world 
by organising social institutions and processes whereby the individual is offered a 
range of modes of subjectivity (Weedon, 1987, p. 35). What is significant is that 
students, by being positively produced in discourse, are also objectified, that is to 
say they are made into subjects and objects. 
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Emphasis will be placed on the emergence of ideas and discontinuities within 
the operation of a particular regime of tmth in Queensland. As essential 
characteristics of genealogy, discontinuities assume importance, yet these are not 
placed in binary opposition to continuities, since Foucault traces elements of 
continuity and evolution as well as their opposite in Discipline and Punish (1977) 
and TTie History of Sexuality (1978). He wishes to disturb the practice of writing 
historical narratives as totalising continuities (Poster, 1989, p.70) when he argues 
that attention should be tumed to the 'phenomena of mpture, of discontinuity' 
(Foucault, 1972, p.4). This concept of discontinuity causes the 'theme' and 
possibility of a 'total history' to disappear, and to make way for the emergence of 
something very different which might be called a 'general history' (Foucault, 1972, 
p.9). Thus genealogy deploys an analysis of 'descent' which does not seek to 
articulate unintermpted continuities but rather seeks to replace the traditional belief 
in stability with the notion of fragility and instability of historical forms. This 
means that 'there can be no constants in history, no essences, no immobile forms, or 
unintermpted continuities stmcturing the past' (Smart, 1983, p.76). As an element 
of genealogy, 'emergence' is concemed with a specific stage in historical 
development of stmggle or confrontation between forces, and not the final stage 
since conflict and stmggle are episodic and temporary (Smart, 1983, pp.76-77). 
These ideas are important to the study as it attempts to discover when ideas about 
certain forms of assessment practices came to be accepted in response to historical 
contingencies. 
Over time there are changes in the way Foucault perceived discontinuity 
(O'Farrell, 1989, pp.47-48). For instance, O'Farrell observes that in The Order of 
Things (1966), Foucault declares that, 'sometimes in a few years, a culture ceases to 
think as it had done up to that point, and begins to think something else, and in quite 
a different way'. Later in The Archaeology of Knowledge (1972) he presents a 
different view when he states: 
Nothing would be more false, than to see in the analysis of discursive 
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formations, an attempt at totalitarian periodisation: that starting from 
a certain moment and for a certain time, everybody would think in the 
same way, and despite surface differences, would say the same thing. 
(Foucault, cited in O'Farrell, 1989, p.47) 
The first explanation marks a discontinuity in what counted as "tmth", an important 
element of Foucault's historiography. However, the second explanation modifies the 
former because it acknowledges that in a period of supposed continuity differences in 
the way people thought and acted need to be heeded. For instance, in the case of the 
Scholarship, it will be shown how this technique changed from being thought of as a 
radical innovation in the expansion of the meritocratic idea in the nineteenth century 
to being considered by many as a reactionary device for controlling entry to 
secondary education in the twentieth. Despite a groundswell of public opinion 
against this examination, there were voices which regretted its eventual demise, 
fearing that "standards" would be compromised. 
It is necessary in the search for discontinuities to take a loose and flexible 
approach to time. In the case of a specific examination, for example the 
Scholarship, it is possible to pinpoint a discontinuity in its acceptance as a qualifying 
technique from the immediate post war years to its abolition in 1963. The end of 
the Second World War was accompanied by a change in the way secondary 
education was perceived while, by 1964 the Scholarship had been abolished and 
universal entry to secondary education was in place. Consequently the time span of 
this area of the study is mainly centred from 1945 to 1964. However, the 
Scholarship as a technology of govemment must also be analysed by locating its 
emergence and development in order to discuss it in its own logic. Although this 
historical location is necessary, it is of secondary importance to the major study of 
this examination which focuses on discontinuities which eventually ushered in a new 
program for education, enshrined in the 1964 Education Act. 
The time span needed to trace the acceptance of the 'psychological complex', 
a concept which refers to agents, practices, discourses and apparatuses which have 
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their knowledge base in the discipline of psychology (Rose, 1979, p.6), must be 
flexible enough to trace its gradual, piecemeal and sporadic emergence from the 
nineteenth century and its application in Queensland education from the 1920s. For 
instance, testing practices emanated initially from Britain and France through the 
work of Francis Gal ton and Alfred Binet respectively. These ideas from abroad 
initially influenced educators in the southem Australian States, and later Queensland 
educators. Thus, when compared with the time frame for the analysis of the 
Scholarship, psychological testing cannot be treated so discretely because of the 
contingency of specific historical circumstances. It is not so much the emergence of 
the psychological complex which is of interest to this study, but rather it is the 
application of tests as technical solutions to administrative problems of 
"abnormality" in the classroom and the gradual union of psychology with pedagogy 
which are more pertinent. Discontinuities in the emergence and development of the 
psychological discourse are therefore less marked than in the case of the extemal 
examination. However, as with the Scholarship, there is a period marked by 
discontinuities which assumes the focal position. This period can be identified from 
1948, when the Research and Guidance Branch of the Department of Public 
Instmction was set up, to 1963 when standardised tests replaced the Scholarship. But 
because the psychological complex is a continuing phenomenon in this State, a 
definite element of it in the form of the "October Tests" is traced through to 1991, 
which marks another discontinuity. National testing of competencies is the proposed 
policy to replace that of the "October Tests" and this is examined from a history of 
the present perspective. 
Therefore it is apparent that "time" in this study has a major investment in 
the twenty years from the end of World War Two, but cannot be tied completely to 
a discrete chronological period. Nor should it, since in the Foucaultian tradition the 
search should be for clues of emptions in landscapes so that discontinuities should be 
the decisive factors, and not arbitrary limits of time. The discontinuities which 
marked how people thought about education at the end of the war, investing it with 
the hope of building a new democracy, and the long-awaited but overdue Education 
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Act of 1964, do fulfil the Foucaultian requirement of discontinuity and are therefore 
not merely capricious carvings up of time. 
The Foucaultian theory which has been selected for the framework of this 
study represents a significant difference when compared to current traditions of 
revisionist histories and conflict sociologies of education. Reasons for the change of 
tack will next be addressed. 
Why Change the Focus? 
Prior to the 1970s, the dominant theoretical approach of sociological inquiry 
in matters of education focussed on analyses of stmctured inequality by taking a 
stmctural functionalist perspective (e.g. Musgrave, 1965; Shipman, 1968) with the 
chief research attention being on class-based educational inequality. Its findings, 
usually in terms of "deficits" imputed to the environment of some groups, inspired 
policies of compensatory education. In contrast the "new sociology of education" of 
the 1970s had a different theoretical base which was initially phenomenological. 
Later the new sociology became firmly rooted in Marxist and neo-Marxist theories 
which addressed the ubiquitous evidence of inequality of educational outcomes and 
their relationship to the deployment of power based on economic/political accounts 
of state control and effects of ideological function (e.g. Bowles and Gintis, 1976; 
Apple, 1982; Connell, Ashenden, Kessler and Dowsett, 1982; Henry, Knight, 
Lingard and Taylor, 1988). These writers have drawn on theories of social 
reproduction (e.g. Gramsci, 1971; Althusser, 1972; Harris, 1979) and theories of 
production/resistance (e.g. Willis, 1977; Giroux, 1983). Apart from the theoretical 
orientation of the above, there are also theories of cultural reproduction (Bourdieu, 
1977; Bemstein, 1982). 
All of these theories have been important in explicating the relationship of 
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schooling outcomes to wider stmctural forces and, by so doing, have gained 
impressive currency in the new sociology of education. However they have not 
been without their limitations and detractions (Gibson, 1986). Significantly, 
Meredyth (1993) argues in a survey of the field of debate that the past ten years 
have not substantially altered the terms of discussion set up by theories of cultural 
reproduction. 
Current post-stmcturalist research in the social sciences finds such theories 
and their recent adjustments to be problematic because they combine to bear the 
hallmarks of grand theory and totalising discourse. Unfortunately, the resultant 
effect of the application of totalising theories can be one of providing blanket 
coverage which inadvertently has the tendency to obliterate other forms of inequality 
and domination at the less spectacular, more mundane levels. Whilst such 
overarching explanations do provide an informative account of unequal access to 
power in the macro sense, at the same time they can give a misleading interpretation 
at the level of local and specific strategies of power. 
Poster (1989, p.71) expresses his concem for the 'inability of historical 
materialism to present an adequate account of the stmctures of domination in modem 
society', thereby presenting problems for the social critic and historian. Foucault 
contends that while universalistic theories like Marxism and psychoanalysis have 
been useful tools for research, to think in terms of a totality has in fact proved a 
hindrance to research (Gordon, 1980, p. 81). In support, Donzelot (1979a, p.xix) 
states that such totalising theories and approaches 'leave too many questions 
hanging, or reply with certainties too repetitious to be credible', thereby emphasising 
the need to use other methods of enquiry. Similarly, Poster expresses his concems 
thus: 
By totalising the historical field, Marxist history introduces a form of 
domination at the level of theory and works against the very interests 
of emancipation it claims to promote. (1989, p.72) 
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But whilst from one perspective Foucault makes an attack on Marxist metadiscourse 
and grand narrative, from another perspective Foucault's work should be seen as a 
development beyond Marxism. It is significant that both Althusser and Foucault in 
their respective analyses recognise that it is Marx who is responsible for an 
'epistemological mutation of history' by decentring history and the subject (Smart, 
1983, p.75). Thus Foucault has used the writings of Marx as the 'source of a new 
discursive practice rather than the point of origin of a new science' (ibid.). Foucault 
himself acknowledges the position of Marxist theory as a significant and positive 
referent when he states: 
It is impossible at the present time to write history without using a 
whole range of concepts directly or indirectly linked to Marx's 
thought and situating oneself within a horizon of thought which has 
been defined and described by Marx. (Foucault, 1980d, p.53) 
An important departure which Foucault does make is his rejection of ideology 
as an explanatory device in favour of discourse. This move has significant 
implications for a study such as this since ideology has been used extensively as a 
theoretical tool in sociology of education texts and in revisionist historical accounts 
where the nature and effects of ideological power as part of the superstmcture are 
central to the field of debate. For example, the sociology of assessment debate has 
encompassed ideologies of "intelligence" and "mental testing" to demonstrate the 
powerful ideological effect of these theories (Henderson, 1976; Karier, 1976; White, 
1977; Blum, 1978; Bowles and Gintis, 1976; Gould, 1981; Meadmore, 1989, 1990). 
In contrast, the value of post-stmcturalist theory to educational research is that it 
offers a means of analysis of such strategies by tuming away from the spectacular 
(e.g. class), in favour of 'subjugated knowledges' (e.g. punishment) (Foucault, 
1980c), because the aim is to question teleologies and totalizations (Foucault, 1972). 
Foucaultian theory provides a lens for analysis of diverse social groups which 
previously were either marginalised or neglected by history. Such groups include 
students, the category which is important to this study. It was the deployment of 
power/knowledge strategies in the human sciences through the "expertise" of, for 
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example, psychologists, which effectively produced difference within, between and 
among students by individualization and normalization techniques of measurement 
and diagnosis. 
Explanations by way of the stmctures of social class, gender, race and 
ethnicity testify to the big picture but do not in themselves explain the drama at the 
local site where the small stories are played out. For instance, at first glance, the 
Scholarship can appear to be a selection process based on social class considerations, 
and whilst there is evidence of this in terms of causality, a social class analysis 
could not tell the whole story. The totalising category of "class" would obscure 
important clues at the local site. In some ways a class analysis could oversimplify 
the effect of the Scholarship and give a misleading interpretation. Because of the 
nature of the Scholarship as an examination which was rigorously prepared for by 
regimented and uniform schooling practices, class inequalities are somewhat 
mitigated by the school through its practices. Significantly, a class analysis would 
certainly produce an account which obscured the effects of the examination in terms 
of power/knowledge in the production of subjectivity. It would not expose the aims 
and projects of govemmentality, nor would it set the Scholarship in its place as a 
technology of govemment. 
Similarly in an analysis of the use of psychological tests in Queensland, the 
stmctures of race, class, gender and ethnicity were certainly important as broad 
categories of disadvantage, but there is more to be known by asking different 
questions. Thus it becomes evident that the effects of testing, for instance, were 
productive in terms of managing a population by technical means for reasons of 
efficiency and expediency, rather than being merely repressive. Revisionist accounts 
of the testing tradition in schooling have been more than a little misleading by their 
presentation of the debate as one that was primarily ideologically/philosophically 
driven (Rose, 1985). A closer look at such practices shows that administrative 
expediency through technical means was more likely to be the instigator of programs 
which deployed examining techniques. State schooling is a 'hybrid' institution 
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where the bureaucratic interests of the state are bound up with pastoral concems for 
its pupils (Hunter, 1993). Historically, psychological testing in state schools has not 
been utilised so much for reasons of discrimination as for those of meritocracy. 
Additionally, the idea that govemment of schooling deploys practices which can be 
used for administrative organisation rather than as instmments of repression is 
central to the argument mnning throughout the study. 
In any history/sociology of education, the question of the exercise of power 
needs to be grappled with. The next section sets out the genealogical understanding 
of power as it is applied to this study. 
An 'Analytics of Power' 
Genealogy presents a conception of modem power which is creatively 
different and which requires explanation at this point because the concept is central 
to this study. Because Foucault is concemed with an historical enquiry into 
disciplinary power, he rejects the 'trajectory from Hobbes to Locke to Dahl' which 
depicts sovereign power as primarily 'something which denies, forestalls, represses, 
prevents' (Clegg, 1989, p. 156). As already noted, he concedes that the episodic 
conception of sovereign power seen simply as coercion, which is central to classical 
sociology in its reification of the state as source of all power, is still relevant (ibid.). 
Foucault's work is partly an unmasking of the disguise of power (Poster, 1984), by 
arguing that power is capillary in that it operates through everyday myriad social 
practices and 'reaches into the very grain of individuals ... within the social body, 
rather than from above it' (Foucault, 1980d, p.39). It is on this basis that power in 
modem societies is deflected away from the central, regulated and legitimate forms 
to local power relations embedded in practices. Thus the notion of power relates to 
'the understanding of changing social relations and innumerable vantage-points from 
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which power is exercised' (Popkewitz, 1987, p.5). In this analysis, an interpretation 
of power residing solely in the state or even in the upper echelons of the educational 
bureaucracy is reductionist and requires re-thinking. For instance, research into 
schooling practices reveals power/knowledge operating even at classroom and 
playground levels. Teachers observed children in attempts to learn more about the 
child at work and at play so that they would be in a stronger position to correct 
behaviour. Such practices are 'more fundamental than belief systems when it comes 
to understanding the hold that power has on us' (Eraser, 1989, p.25). This idea 
underlines the importance of social practices to discourse analysis as a means of 
uncovering power. 
When approaching the subject of power, Foucault accords special privilege to 
the question, 'How is power exercised?' In answer to this question he gives 
examples of techniques deployed in power relations as a 'tool-kit' for the analysis of 
power relations (Cousins and Hussain, 1984, p.225). He also emphasises the 
open-texture of power relations in that they are expressed from innumerable points; 
they are not limited to one domain; they are only partially coordinated and they take 
a wide variety of forms (ibid., p. 228). Power is not centralized, global, uniform or 
a macroscopic form of domination. Neither is it a thing, an entity, a property or 
commodity, and because power mns unevenly through social formations, no event 
can be regarded as outside its grid. Furthermore, power can never be entirely 
successful (Grosz, 1990, pp. 87-90). However, modem systems of power are both 
more invasive and more insidious than previous forms as they operate through 
diverse technologies and strategies of govemment. 
Discipline and Punish (1977) presents a genealogy of modem power and its 
effects on individuals by explaining the characteristics of bio-power as being 
disciplinary power. In order to produce 'docile' bodies, disciplinary technologies 
such as examinations and tests have been used in schools. The growth of such 
technologies is undoubtedly linked to the rise of industrial capitalism where the 
working classes and the poor presented as a growing social problem which needed to 
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be managed (Jones and Williamson, 1979). Most of the disciplinary technology was 
aimed at these groups, but not exclusively, since the techniques of bio-power were 
increasingly used in schooling and in the wider society where all social classes were 
represented. 
It should be recognised at this point that Foucault does not claim to present a 
"theory" of power but instead is interested in the analysis of the exercise of forms of 
modem power. Essential to an understanding of modem power is that it is a 
'productive' force that engenders social processes (Donzelot, 1979b, p.76). Foucault 
explains: 
What makes power hold good, what makes it accepted, is simply the 
fact that it doesn't only weigh on us as a force that says no, but that it 
traverses and produces things, it induces pleasure, forms knowledge, 
produces discourse. It needs to be considered as a productive network 
which mns through the entire social body, much more than as a 
negative instance whose function is repression. (1980a, p. 119) 
Foucault's conception of modem power constitutes the 'politics of everyday life' 
(Eraser, 1989, p. 18) for so pervasive is power/knowledge that: 
It is the whole nexus of such objects, criteria, practices, procedures, 
institutions, apparatuses, and operations that Foucault means to 
designate by his term 'power-knowledge regime', (ibid., p.20) 
Local and piecemeal in application through 'micro-techniques', 'micro-tactics' and 
'micro-practices', power-knowledge is both synoptic and individualizing; Foucault 
(1977) refers to its presence as '/e regard', meaning surveillance in the form of an 
unintermpted, synoptic and individualizing 'gaze'. This gaze is exemplified in 
Bentham's panopticon, a technology where the nature and effects of surveillance are 
so central to its operation. Through the individualizing power of the gaze, 
individuals, their habits, and their histories are observed to the extent that the 
individual becomes a 'case': a new object of inquiry and a new target of power 
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(ibid., p. 191). Using this analogy, modem power requires no presence but is 
exercised through technical means which include examination and counselling 
procedures. These are translated in schooling as examinations, tests, inspections, 
profiles, dossiers, guidance procedures, and classroom and playground observation. 
Considering that Foucault wrote so much about the exercise of modem 
power, it is interesting that he states that the goal of his work 
has not been to analyse the phenomena of power, nor to elaborate the 
foundations of such an analysis. My objective, instead, has been to 
create a history of the different modes by which, in our culture, 
human beings are made into subjects. (Foucault, 1982, p.208) 
Foucault writes of a mode of 'objectification' which is pertinent to this discussion, 
that is to say the objectification of the subject through dividing practices. In this 
mode the 'subject is either divided inside himself [sic] or divided from others' 
(Foucault, 1982, p.208). It is Foucault's study of the subject that causes him to 
state: 'Thus it is not power, but the subject, which is the general theme of my 
research' (1982, p. 209). Foucault's attention to the subject, subjectification and 
objectification places the human subject in power relations. Therefore, despite 
Foucault's claim that power is not the main theme of his writing, the techniques 
used in the exercise of bio-power are central to his genealogy. For example, in 
Discipline and Punish Foucault writes of disciplinary power which 'makes' 
individuals. He describes this power as the specific technique that 'regards 
individuals both as objects and as instmments of its exercise' in the disciplinary 
apparatus of the school through such measures as 'hierarchical observation', and 
'normalizing judgement' (1977, p. 170). Hierarchical observation involves 
surveillance at the level which makes it possible to know individuals and then to 
govern them. In Queensland schools, child-centred and corrective strategies co-
existed side by side since the production of the school child had to take into account 
the production of the good citizen, one who was tmthful, honourable and self-reliant 
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(Queensland, Department of Education, Education Act and Regulations, 1934, 
p. 120). 
Normalizing judgment as another form of disciplinary power places the child 
in a normative field for comparison, calculation and intervention since it is this 'art 
of punishing' which 'compares, differentiates, hierarchizes, homogenizes, excludes. 
In short it normalizes' (Foucault, 1977, pp. 183-184). Apart from the obvious 
normalization procedures manifest in examinations and tests, 'micro-penalties' for 
misdemeanours such as 'lateness, absences, intermptions of tasks ... inattention, 
negligence, lack of zeal ... impoliteness, disobedience ... idle chatter, insolence ... 
irregular gestures, lack of cleanliness ... impurity, indecency' were also an essential 
part of normalizing the child (Foucault, 1977, p. 178). The Regulations which were 
used in the period under analysis required similar treatment of children (Queensland, 
Department of Education, Education Act and Regulations, 1934, pp. 120-121). 
Because the aim of such discipline is to 'reduce gaps' between and among 
individuals it must essentially be corrective, and furthermore, with discipline, 
'gratification-punishment' goes hand in hand (Foucault, 1977, p. 180). For instance, 
practices at the level of the classroom and playground were contingent on 
disciplinary measures of punishments and rewards for both the advancement of 
pupils' leaming and for the correction of behaviour and ultimately for the self-
regulation of future citizens. 
In the discourse of Queensland schooling the Scholarship and psychological 
testing, as the dividing practices under analysis, had differentiating effects on the 
lives of individuals through the deployment of hierarchizing and normalizing 
strategies. From the research it is clear that the social effects which stemmed from 
these practices resulted in, to use McCallum's (1990) phrase, 'the social production 
of merit'. But there is more to be gained from an analysis of these techniques and 
practices. Because of their location in the human sciences, and in the light of 
Foucault's treatment of these as discourse, a way is provided to analyse the exercise 
of modem power on pupils' lives because it was these techniques and strategies that 
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produced scholastic identity. Through govemment as 'action at a distance' (Miller 
and Rose, 1990, p. 14), each student was positioned in the discourse and allocated a 
place in society. 
Particular Benefits of this Approach 
How can a genealogical approach to assessment say something "new" about 
the problem of the examination? This is the question which this section will 
address. As a theoretical framework, the work of Michel Foucault, especially 
Discipline and Punish (1977), which exemplifies his altemative to Marx's historical 
materialism as an analysis of power, provides an example of genealogy which is 
useful to those working in the area of the human/social sciences. Poster argues that 
in fact this volume is a landmark since: 
After Discipline and Punish, it is no longer possible for Marxist 
historians to maintain that they alone are able to present a critique of 
liberal institutions capable of revealing both their stmctures of 
domination and their historical specificity. (Poster, 1989, p.71) 
Foucault thus presents a critical approach by venturing outside of both traditional 
and revisionist paradigms to present his conception of how modem forms of power 
operate at the level of specific, local, discontinuous and unspectacular stmggles. 
This interpretation of the exercise of power exemplifies how important it is for those 
attempting to write social histories to make a break not only with traditional, 
functionalist ways of explaining, but also with revisionist treatments which have 
their base in grand theory for, in Hoskin's words: 
The revisionisms of the past decade have enlightened us greatly on the 
details of this change in schooling ... However in the past few years 
the original formulations of the revisionists have been subject to 
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considerable review. Rational schooling proves not to be simply a 
function of capitalism. (1979, p. 146) 
Modem forms of power although more invasive are less visible and thus it is 
necessary to unmask their operational effects in the schooling site at the local level. 
This means uncovering the social practices which have divided people and which 
have helped to constitute the very form of modem individuality (Henriques, 
Hollway, Urwin and Walkerdine, 1984). But this does not mean a negation of class 
analysis, nor does it mean ignoring the disadvantage which race, gender, class and 
ethnicity present in schooling. Rather it means acknowledging the particular form 
and effects of modem power on individuals through technologies of govemment 
which were made a condition of possibility through the emergence of the human 
sciences. 
Whilst for reasons already discussed it is fitting that the theoretical 
framework is Foucaultian, the question remains how this particular study can be 
used to benefit a further understanding of the history and sociology of education. It 
has become imperative that these two disciplines be closely aligned in order to 
inform each other, for reasons outlined decades earlier by C. Wright Mills (1959), 
so that the credibility of each will be enhanced. One without the other makes a 
nonsense of attempts to understand the historical contingencies which influenced 
social thought and action. Foucault, when asked if he was an historian or a 
philosopher replied that he was a philosopher who wrote history, transforming it into 
philosophy (O'Farrell, 1989, p. 130). In similar vein, albeit in a more modest way, 
this study aims to present a history as a sociology and a sociology as a history. Its 
focus on the examination as a technology of the human sciences deployed for 
reasons of govemment is aided by the de-centred subject approach of Foucault's 
work, and more recently, that of his collaborators. The theoretical framework and 
the historical data combine to present a 'new kind of history' (Poster, 1984) of an 
historical period which was marked by changes. It gives attention, not to the failure 
of educational programs in a revisionist sense, but rather to the practices in a 
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pastoral bureaucracy which produced their own effects in terms of power/knowledge 
in the cause of govemmentality. 
In support of the need to change the approach to historiography, Collins 
(1993, p.l) puts forward an argument for a 'redirection of the mainstream of energy 
in the field of history of education'. She suggests a move away from causality and 
development type explanations to an analysis of the neglected parts of educational 
history. Tyler and Johnson (1991, pp. 1-7) also argue cogently for a genealogical, 
history of the present approach to historiography. This particular study aims to do 
that. Unlike the work, for example, of Spaull and Sullivan (1989) whose history of 
the Queensland Teachers' Union took a global approach to the "system", this study 
seeks out the unspectacular and mundane technology of the examination in order to 
show ways in which the pastoral bureaucracy of Queensland State schooling operated 
on the lives of pupils, headteachers, teachers, inspectors and parents. Foucault's 
idea of govemmentality suggests a particular way of constming the organization and 
exercise of political power. As such, it provides a way of shifting the emphasis 
from state power in a monolithic, repressive form to that of govemment in its 
complex and heterogeneous rationalities and technologies which enable the exercise 
of political mle (Rose, 1988). Indeed, a framework of govemmentality presents 
another story. 
The history of Queensland education is an under-researched area compared to 
that of the other states and therefore deserves attention. Spaull and Sullivan (1989) 
observe that there are no outstanding general histories of Queensland education, 
although Wyeth (1955) and Goodman (1968) provide some general insights into the 
working of the education system during the latter nineteenth and first half of the 
twentieth centuries, in particular from legislative and head office perspectives. 
While the broad thmst has been addressed to some extent, cdbeit in a functionalist 
manner, the local sites of schooling practices have been neglected. Two sources 
which address more particular aspects of Queensland education history are Logan 
and Watson's (1992) collection of studies of nineteenth century Queensland 
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educators and Thomas Hanger's (1963) work which provides the only insight into 
the experiences of the mral teacher and headteacher in Queensland. Austin (1961), 
Hyams and Bessant (1972), Barcan (1980), McCallum (1990) and Theobold and 
Selleck (1990) have all produced important Australian educational histories, but little 
of the Queensland experience has been included. Of course, this list is limited to 
academic histories and excludes other histories such as autobiographies, novels and 
short histories. 
As a response to the gaps in the writing of Queensland's educational history, 
Foucault's thematic of discontinuity calls for a re-examination of the appropriate 
topics for historical investigation (Poster, 1989, p.70), where practices of assessment 
such as the Scholarship and psychological testing programs assume an importance 
which warrants the writing of their own history. Through analysis of discourse, 
these surface practices of schooling are most telling about the regime of tmth in 
which they are situated. It is important therefore to examine the past in its own 
logic, seeking out the unspectacular, yet definite, emergences in order to identify 
historical shifts in practices. 
Govemmentality (Foucault, 1991b), a cmcial concept which is explained 
more fully in the next Chapter, provides a useful lens through which to examine 
surface practices of the pastoral bureaucracy of state schooling and the effects on 
individuals within the system through the deployment of technical procedures. 
These techniques which had their origins in the linkage of pedagogy and psychology 
produced the individuality of the modem pupil in a normative field. Additionally, 
they also produced the teacher, the administrator, the inspector, the parent and the 
future citizen positively in discourse. Through such calculation both the subject and 
the system became manageable. While programs of govemmentality developed their 
own realities they were constrained by social and political pressures which kept 
education as a back issue. Such pressures need identification and analysis because 
of their importance to social and educational outcomes. 
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Practices of assessment, be they examination, profiling, standardised tests, 
can be traced to earlier acceptance of such measures. So too can ideas about the 
child and the citizen. Thus practices of the past can be used to undercut the 
legitimacy of present practices. They must be recognised for what they are, namely 
strategies of power/knowledge for reasons of govemmentality. By so doing, present 
problems can be better critiqued by opening up another method of analysis apart 
from the liberal and Marxist orientations which have dominated the field of 
educational theory in the post-war period. 
The Structure of the Thesis 
Following Dale (1986), this section will set out the resources utilised to 
research the topic of the thesis. It will also outline the stmcture of the thesis. 
Resources 
Earlier, this Chapter briefly alluded to the research sources. When 
researching primary sources it became clear that the language used was valuable in 
itself for an interpretation of govemmentality (see Miller and Rose, 1990). 
Therefore much use is made of direct quotations so that the logic and reason of the 
period can be grasped. This section will describe resources for the study and explain 
why they have been used. 
Because the emphasis is on practices, it is appropriate that journals written by 
and for educators play a prominent part. In this way the Queensland Teachers' 
Joumal (QTJ), self-styled as 'the official organ of the Queensland Teachers' Union' 
(QTU) is a major primary source. Published ten times per year, its value to this 
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study lies in the fact that it not only voiced the QTU's view, often as an opposing 
discourse to those of the State Department and the State govemment, but it also 
expressed a wealth of opinions held by teachers, academics and parents. Teachers 
used this fomm often anonymously by using pseudonyms, a practice which indicates 
a fear of reprisal from their employer. However some names (e.g.'Vigilate') appear 
almost continuously over decades and their contributions as commentators are 
invaluable. For instance, 'Vigilate' was in fact A.K. Thomson who began as a class 
teacher in Queensland to later hold a chair in English at the University of 
Queensland (Spaull and Sullivan, 1989). In researching this study, the QTJ was 
accessed in all publications from 1940 to 1970. 
The Educational Office Gazette (EOG), published ten times per year, laid 
down official policy for school administrations and teachers. Barthes' (1975) 
distinction between the 'lisible' or 'readerly' and the 'scriptible' or 'writerly' texts is 
a useful means of understanding how such a policy document took effect. However 
it is important not to view these distinctions in terms of a polarity since any policy 
text will contain elements of both. Texts which are mainly 'readerly' allow for 
minimal reader interpretations, whilst texts which are in the main 'writerly' texts 
allow for maximum reader interpretation (Bowe, Ball with Gold, 1992, p. 11). The 
EOG, written in a way which has been termed 'magisterial discourse', a top-down, 
authoritative genre (Bourdieu and Passeron, 1977) was mainly a readerly text. 
Govemment was exercised through its authority in a regimented and prescribed way, 
allowing for little deviation, at least in surface practices, since it had a legal 
authority. Whilst it is the prerogative of the state to issue policy texts which speak 
magisterially or altematively provide space for multiple interpretations (Rizvi and 
Kemmis, 1987), in the instance of the EOGs, the official line of government had the 
effect of diminishing other interpretations. All copies of the EOG were accessed 
from 1940 to 1993. 
Annual ministers' reports, variously named the Report of the Secretary for 
Public Instruction, Report of the Minister for Education and Migration, and Report 
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of the Minister for Education were especially useful sources of official information. 
What is of most relevance and common to all of these texts is a section in which the 
Director-General of Education issued a report. These reports recounted 
developments throughout any one year, generally presenting material as part of a 
progression and giving some projections into future needs of the education system. 
Again they represent a kind of magisterial text. In accessing these Reports it was 
necessary to go back to the 1923 report and then proceed through to 1993. 
The Queensland Education Act and Regulations (1934) was a useful 
magisterial text, especially in relation to the "govemment" of schools by the 
inspectorate and as a way of understanding the tension between coercive and non-
coercive practices in schooling. These were the official regulations for the 1945-
1964 period. Throughout the study, this text will be referred to as the Regulations. 
Psychological tests which were used in Queensland schools were developed 
from two sources. The Test of Leaming Ability (TOLA 6) was formulated and 
published by the Australian Council for Educational Research (ACER) in 1974. 
Other tests in the battery which made up the Primary Schools Testing Program were 
locally constmcted tests by the Research and Guidance Branch of the Education 
Department in Queensland. The Performance Standards tests are currently being 
formulated and trialled by the Queensland Department of Education in conjunction 
with the Curriculum and Assessment Committee (CURASS) of the Australian 
Education Council and the ACER. 
Other sources included the earliest copies of the Australian Joumal of 
Education (AJE) in which educators discussed the latest educational innovations. 
This joumal was accessed from its inception in 1957 to 1963. In the 'fifties and 
'sixties change was desired in many aspects of the govemment of education and was 
reflected in texts by leaders in the educational field, such as Wyndham, Bassett, and 
Schonell. Newspapers are also sometimes used, more as a barometer of popular 
opinion, although teachers sometimes used "Letters to the Editor" to voice their 
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concems. Because education did not rate highly in public thinking in Queensland, 
no education news reached the front pages of the Courier Mail (CM) from 1950 to 
1957 (Clarke, 1970, p.8). For instance, in 1951, the QTU had complained that the 
coverage of education by the press was selective, in that trivialities rather than issues 
of real importance were reported (QTJ, 1951, 7, p.l). Although it was checked, the 
popular press was not as rich a source as joumals and gazettes. In addition to these 
texts, recently expressed opinions of teachers and students about the govemment of 
schooling in this period provide some interesting "touchstones"' which bear out the 
regimentation of practices and the paucity of physical resources (see Bonnin, 1988; 
Lunn, 1989). 
The thesis 
Chapter One has defined and explained the research task and set the study in 
its theoretical framework. It has explored the Foucaultian position in the writing of 
history, taking account of criticisms of this approach, and it has sought to justify the 
choice of topic, theory and methodology. It has introduced govemmentality and 
govemment as concepts on which the study rests and has located the examination as 
a technology of govemment. This introductory Chapter has also explained other 
aspects of theory which are cmcial to this study such as power/knowledge, bio-
power, genealogy and history of the present. Significantly, it has identified and 
explained the spring-board to this study - the current assessment problem of tertiary 
entrance. It has supplied a detailed description of resources and has outlined the 
ambit of the thesis. 
Chapter Two is primarily concemed with the notion of governmentality and 
its application to the historical data. It is this concept which is central to the study 
since it provides a lens for analysing the practices of a centralised education system 
from a perspective of disciplinary power which operated in capillary mode. It 
compares this arrangement to that of Foucault's (1991b) analogy of a ship and 
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analyses ways in which administration as the main concem of governance took the 
'convenient' position as the privileged one. Because it examines the practices of 
education and schooling, it focuses on conditions which the 'ship' faced and which 
therefore influenced its practices. 
Chapter Three focuses on a particular dividing practice, the State Scholarship 
examination, as a technology of govemment which was used in different forms for 
almost a century in Queensland. As a disciplinary technique, the Scholarship is 
analysed for its power to bestow rewards and mete out punishments. Set in its 
historical context, discontinuities and continuities are identified, as too are its effects 
on pupils, teachers, parents and curricula. 
Chapter Four analyses the emergence of the 'psychological complex' (Rose, 
1985) in Queensland, having firstly established how the human sciences, through 
power/knowledge, constmct the individual. Placing revisionist accounts of the 
testing movement in perspective, this Chapter argues that in education in Queensland 
the administrative need to deal with difference was the motivating factor in the 
mobilising of the psychological complex. This complex deployed the examination in 
the form of psychological testing as a major technique for dealing with difference. 
Chapter Five draws on Director-General Edwards' (Report of the Secretary 
for Public Instmction for 1947, 1948, p.21) vision for primary school curriculum 
reform which he referred to as 'education of the 3 Hs - the head, the heart and the 
hand'. Although it is more than likely that this idea was borrowed from A.S. 
Neill, it did reflect an interest in progressivism which seemed as if it might develop 
past the stage of mere rhetoric. This Chapter analyses how Queensland's contingent 
historical and social circumstances limited progressive practices, and how a union of 
pedagogy and psychology re-shaped pedagogy, thereby demonstrating the 
pervasiveness of the psychological discourse. Effectively, the soul of the post-war 
school pupil became the object of govemment through psychological "expertise". 
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Chapter Six makes a departure from the format thus far, although it continues 
the genealogy of dividing practices. As a case study in the history of the present of 
dividing practices, it focuses on a problem of the present, that of the positioning of 
students for the inscription of individual scholastic identity at the end of Year 12. It 
begins with a current policy initiative, namely the Performance Standards, and 
traces a line of descent to a large-scale program of govemment which used 
standardised testing for selection purposes (the "October Tests"). By doing this, the 
aim is to undercut the proposed policy by interpreting it as yet another 
power/knowledge technology which seeks to know the child in order to govem it. 
This Chapter analyses policy as text and discourse. By placing plans for national 
testing and a national curriculum in a wider discourse, it considers if and how 
national testing using competency-based benchmarks will be different in effect from 
earlier normative selection techniques. It also seeks to understand how testing 
programs have come to be accepted in Queensland as being sound and progressive. 
Chapter Seven presents the conclusion. It summarizes the study by 
presenting evidence of the two main aspects of govemmentality in terms of the 
pastoral bureaucracy of education, that of forming a socially competent and 
disciplined citizenry and of producing the self-goveming individual. The significance 
of the study is that it breaks new ground through the application of its theoretical 
framework to specific historical data, producing findings which tell of the calculated 
ways in which govemment acts on a population and individuals through practices, 
tactics, techniques and strategies. Limitations of the study are acknowledged and 
suggestions given for future research. Finally the questions set up in Chapter 1 
which implicitly form the enquiry are answered explicitly on the basis of 
summarized findings. The last word is not so much about the failure of education 
generally, as it is about productive effects in terms of govemmentality. 
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Summary 
By beginning with a problem of the present, that of assessment and selection 
practices which culminate at the end of Year 12 in a fight for tertiary places, this 
study sets the state system of education in Queensland in context in order to present 
a genealogy of the examination as a govemmental technology. It aims to accomplish 
four main tasks. Firstly, by focusing on the examination as an exemplar of 
'dividing practices' (Foucault, 1982), it specifically analyses the State Scholarship 
Examination as a technology of govemment. Secondly, it analyses the utilization of 
another form of examination, that of psychological testing in the Queensland 
Primary Testing Program which firstly supplemented the Scholarship and which later 
replaced it in one of its main functions. Thirdly, it analyses the union of two of the 
human sciences, pedagogy and psychology, which resulted in providing ways 
through which schooling produced the self-goveming citizen. Fourthly, as a history 
of the present case study it analyses the proposed policy for another testing program, 
the Performance Standards, which is being developed as a competency-based 
technique for national testing, but which will also likely operate as a dividing 
practice and a means of producing scholastic identity. Whilst the major time interest 
is in the period 1945-1964, there is need for a flexible use of time, which is justified 
by the theory and in the methodology. 
Many primary sources of historical data are utilized with direct quotations 
often cited to capture the examination in its own logic and reason. These texts are 
researched and reported in the light of 'govemment' and 'govemmentality' 
(Foucault, 1991b, p. 102). The study shows how assessment practices, as strategies 
of govemment, helped to produce the individual in terms of scholastic identity 
through the exercise of power/knowledge. By way of the pedagogy-psychology 
alliance, individuality was produced to fulfil objectives of govemment. 
This Chapter has mapped the terrain which this study will cover by defining 
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and explaining the task and documenting the resources to be utilized. It has sought 
to justify the theoretical framework for the study, the choice of topic and the time 
component through a discussion of theoretical concepts. The next Chapter presents 
an enquiry of discursive and non-discursive practices in the system from 1945-1964. 
It explores the concept of govemmentality further and applies it to Queensland 
schooling. 
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Chapter 2 
GOVERNMENTALITY, QUEENSLAND STYLE 
Introduction 
In this Chapter Foucault's concepts of govemment and govemmentality are 
firstly explained and then applied to the research data. The Queensland state 
education system is shown to be a 'pastoral bureaucracy' serving a pastoral interest 
in the welfare of the individual and a bureaucratic interest in the formation of a 
socially competent and disciplined population (Hunter, 1992, p. 486). In order to 
illustrate govemment in state schooling, Foucault's (1991b, p.93) ship analogy is 
applied to the "system" of state education. Practices are placed in context so that 
they can be understood in their own reason and logic within a general malaise of 
schooling and education. 
In an analysis of 'regimes of practices' (Foucault, 1991a, p.75), non-
discursive practices of space, architecture and time are addressed. Reasons for 
neglect of education, whilst complex, testify to Queensland's taking a 'convenient' 
position in terms of govemmentality. The pragmatics of govemment spending 
practices had a direct bearing on teachers' lives and work. An increased population 
in schools and the need to expand educational provision were problems for 
govemment, so that the 1964 Education Act can be viewed as an instance of a law 
being used as a tactic of govemment. 
Finally, the Foucaultian interpretation of Bentham's panopticon is applied to 
the workings of the Queensland system, and, whilst this could well comprise a 
generalised account of surveillance and control, in this section, the inspector is the 
figure in the panopticon. The time span of 1945-1964 particularly applies to the 
discussion in this Chapter where the purpose is to analyse the practices which kept 
41 
state education in a parlous situation. 
'The Art of GU)vernment' 
The notion of 'govemment' in preference to that of the state has been chosen 
because it suggests a particular way of constming the organization and exercise of 
political power (Miller and Rose, 1988). Govemment is a focal theme in Foucault's 
later work (1976-1984) and is deftly explained by Rose: 
Govemment, ... describes ... a certain way of striving to reach social 
and political ends by acting in a calculated manner upon the forces, 
activities and relations of the individuals that constitute a population. 
(1990, pp.4-5) 
This explanation is particularly apt for this study as it seeks to apply the notion of 
govemment and govemmentality to education in Queensland by considering the way 
in which the population of schools was govemed. By govemmentality is meant 'the 
ensemble formed by the institutions, procedures, analyses and reflections, the 
calculations and tactics', the pre-eminence of govemment with its 'whole complex of 
savoirs' over all other forms of power in modem societies, and the historical process 
of govem men talization (Foucault, 1991b, pp. 102-103). Essentially, govemment is 
about how to govem. La Perriere (cited by Foucault, 1991b, p.94) considers that 
'govemment is the right disposition of things, arranged so as to lead to a convenient 
end' so that: 
it is a question not of imposing law on men [sic], but of disposing 
things: that is to say, of employing tactics rather than laws, and even 
of using laws themselves as tactics - to arrange things in such a way 
that, through a certain number of means, such and such ends may be 
achieved. (Foucault, 1991b, p.95) 
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Criticism from the Marxist left that he had not addressed a theory of the state 
nor the relationship between society and the state precipitated Foucault's lecture on 
govemmentality as an answer to these objections (Gordon, 1991, p.4). It is 
govemmentality which has taken a pre-eminent position in modem societies 
(Foucault, 1991b, pp. 102-103) so that it 'is not so much the etatisation of society, 
as the "govemmentalization" of the state' which is of importance in the present 
(Foucault, 1991b, p. 103). Foucault argues that he refrained from attempting a 
theory of the state 'in the sense that one abstains from an indigestible meal' because 
state theory attempts to deduce the modem activities of govemment from essential 
properties and propensities of the state, in particular its supposed propensity to grow 
and to swallow up or colonize everything outside of itself (Gordon, 1991, p.4). 
There is a danger then in posing the problem of the state in terms of 
sovereignty where the phenomena of power are portrayed as being dependent on the 
state apparatus and therefore repressive. Govemment, as the emergent mode of 
power in modem societies, is clearly distinguishable from sovereignty cdthough 
'sovereignty-discipline-govemment' continues to form a triangle in terms of the 
exercise of power (Foucault, 1991b, p. 102). Foucault explains the dilemma over the 
problem of the sovereignty of the state, thus: 
I don't want to say that the State [sic] isn't important; what I want to 
say is that relations of power, and hence the analysis that must be 
made of them, necessarily extend beyond the limits of the State. In 
two senses: First of all because the State, for all the omnipotence of 
its apparatuses, is far from being able to occupy the whole field of 
actual power relations, and further because no State can only operate 
on the basis of other, already existing power relations. (1980a, p. 122) 
Thus he argued that political theory attends too much to the institution of the state 
because the state has no essence and is in fact a function of changes in practices of 
govemment, rather than the converse (Gordon, 1991, p.4). In such a relationship, 
political power cannot be reduced to the actions of a state; the state becomes a 
particular form that govemment has taken (Miller and Rose, 1990, p.3). Indeed, 
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according to Foucault's line of argument: 
One impoverishes the question of power if one poses it solely in terms 
of legislation and constitution, in terms solely of the state and the state 
apparatus. Power is quite different from and more complicated, dense 
and pervasive than a set of laws or a state apparatus. (Foucault, 
1980b, p. 158) 
Although Foucault shies away from developing a conventional theory of the 
state, his interest in subjectification and objectification of individuals creates an 
interest in the relatively 'new' political stmcture of the modem state as 'both an 
individualizing and a totalizing form of power' which operates through the 'power 
technique' of 'pastoral power' (Foucault, 1982, p.213). Govemmentality has been 
bom out of the Christian pastoral as arrangements based on the Christian principle 
of social responsibility have spread and multiplied in the organization of the modem 
state (Foucault, 1991b, p. 104). The state then, should not be considered as: 
an entity which was developed above individuals, ignoring what they 
are and even their very existence, but on the contrary as a very 
sophisticated stmcture, in which individuals can be integrated, under 
one condition: that this individuality would be shaped in a new form, 
and submitted to a set of very specific pattems. (Foucault, 1982, 
p.214) 
Thus Foucault's concem is with 'the invention of a form of secular political 
pastorate which couples "individualization" and "totalization"' in modem 
govemmental rationalities (Gordon, 1991, p.8). 
Hunter (1992, 1993) has developed Foucault's ideas about govemmentality in 
terms of the 'pastoral' and the 'bureau'. He argues that the bureau emerged as the 
site for a new exercise of power as it constmcted the security and prosperity of the 
state as objects of technical knowledge and control. Moreover, 
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it did so on the basis of specific intellectual and political technologies 
(techniques of economic management, statistical survey and 
calculation, social 'policing'), and it did so without asking whether the 
state was 'just' in some absolute sense. (Hunter, 1992, p.484) 
Taking historical contingencies into account. Hunter (1992, p.486) argues for a less 
'principled' analysis of the pastoral bureaucracy because, historically it has 
developed to serve two quite different kinds of interests; 'the pastoral interest in the 
formation of self-goveming souls, and the bureaucratic interest in a socially 
competent and disciplined citizenry' (ibid.). Thus the concept of state education 
involves an acknowledgment of the 'purely circumstantial demands of state-building' 
and the disciplinary practices which produced the 'hybrid' pastoral bureaucracy: 
The specific difficulty posed by the hybrid character of state 
schooling is that it is an amalgam of two different ethics or 
conducts of life - one characterized by self-concem and the 
pursuit of self-realization, the other by self-abnegation, strict 
adherence to procedure, and dedication to professional 
expertise. (Hunter, 1992, p.488) 
For these reasons, the State educational system in Queensland will be 
analysed as a pastoral bureaucracy, seeking out discontinuities and contradictions in 
its routines, practices and ethos, but not from a position of the "absolute" and the 
"principled". It is in the everyday mundane practices of government that state 
schooling can best be analysed. 
The Ship Analogy 
In this section Foucault's metaphor of a ship will be applied to the "system" 
of state education in Queensland because it is a useful means of illustrating and 
applying the meaning of govemment. In this metaphor, govemment is shown as the 
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action of taking charge of the sailors, the ship and the cargo whereby all components 
are brought safely to port despite having to negotiate perils because 'what 
govemment has to do with is not territory but rather a sort of complex composed of 
men [sic] and things' (Foucault, 1991b, p.93). The education 'ship' comprised the 
minister for education, the State Department of Education as the administration 
(commonly referred to as "the Department"), its inspectors, and the population of 
schools, namely headteachers, teachers and pupils. 
Briefly, a description of the organizational form of schooling from 1945-1964 
is needed to illustrate the characteristics which made particular practices of 
govemmentality necessary. Post-war Queensland presented demographic conditions 
which in themselves were problematic for the govemment of a centralised state 
education system. In the vast area of 1,727 square kilometres, with 7,400 
kilometres of coastline stretching from latitude 10 degrees to 29 degrees south, 
Queensland comprises 22.5 per cent of the continent of Australia. In 1945, the 
population was a mere 1.076 million which had increased to 1.495 million by 1960 
(Australian Bureau of Statistics, 1993). To serve this meagre population scattered 
over huge distances, there were eighteen high schools, two intermediate schools and 
twenty-eight mral schools comprising the secondary sector. Of the primary 
schools, 118 had enrolments over 2(X), there were 321 schools with enrolments 
between 40 and 200, and 1,027 schools with enrolments of fewer than 40 pupils. 
The larger schools were mainly clustered along the coast-line, whilst the majority of 
schools, which were very small primary schools, were dotted throughout the State, 
often in isolated mral areas. There was a total of 4,728 teachers in Queensland and 
of these, 2,002 were women (Report of the Secretary for Public Instruction for 1945, 
1946, pp.3-5). 
A pattem such as this presented special problems of staffing, accommodation, 
and inspection. The stmcture and function of the educational bureaucracy is 
consistent with the 'sovereignty-discipline-govemment' triangle which Foucault 
contends is still in operation in modem societies (Foucault, 1991b, p. 102). The 
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"crew" (headteachers, teachers) exercised disciplinary power over the "passengers" 
(pupils) and there was a central control in the form of a "captain" (Minister for 
Education) and "senior officers" (Director-General, directors, departmental officials 
and inspectors). For instance. Butts (1955) observed that whilst management of 
schools in Australia was basically the responsibility of Cabinet and the Minister of 
Education, the professional body of public servants acted as a safeguard against 
political manipulation. He quoted an officer of an education department in Australia 
describing the relationship of minister and department officers, thus: 'We try to 
nudge along and urge our officers not to rock the boat by their requests' (ibid., 
p. 14). 
It is significant that Butts was curious about the contradictions inherent in the 
nature and function of centralist systems which he found in every State of Australia: 
I have been stmck by the fact that the centralized Departments of 
Education in Australia, for all their power, are hemmed in by 
parliament, by cabinet, by ministers, by public service boards, by 
teachers' tribunals, by appeals and arbitration boards, by public works 
departments, and by treasury officials. (Butts, 1955, p. 14) 
The commonly held notion of the "top-down" power of the state administrative 
apparatus of the Department as a form of sovereign power which teachers believed 
to be a monolithic force was in fact affected by the disciplinary power exerted by 
these forces. Thus although decisions were principally made by the Minister, the 
Director-General and fellow directors, it was the inspectors 'who carry the policies 
downward into the schools themselves' (Butts, 1955, p. 15). At the local site, 
disciplinary power was exercised in the govemment of the population of schools 
through inspections, examinations and methods of correction and training. This is 
not to argue that power was evenly exercised in the discourse, but rather that the 
idea of a central power completely determining what happened is erroneous. 
Significantly, Foucault's contention that power is still conceptualised in terms of 
sovereign power (Clegg, 1989, p. 156), accounts for the belief which teachers 
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expressed in the power of the State Department (see QTJ 1945-1964). 
Management of this particular 'ship' was a potentially complex one, but one 
which was made as simple and efficient as possible through disciplinary tactics and 
practices of govemment. The Department of Public Instmction (known as the 
Department of Education from 1957) operated from a central office (despite two 
regional directorates being established in 1949). However, this study will argue that 
govemmentality rather than sovereignty was the main mode of control because it is 
the distribution of power which is significant. Foucault refers to this as 'discipline, 
with its stmctures and hierarchies, its inspections, exercises and methods of training 
and conditioning' (1980b, p. 158). All of these disciplinary practices occurred in 
Queensland state schooling. 
Although state institutions and organizations do have a 'pyramidical form' as 
a system of power distribution, the apex does not form the 'source' or 'principle' 
from which all power is derived (Foucault, 1980b, p. 159). Rather, the 'summit and 
the lower elements of the hierarchy stand in a relationship of mutual support and 
conditioning, a mutual "hold"' (ibid.). Therefore 'power relations are rooted deep 
in the social nexus, not reconstituted "above" society as a supplementary stmcture' 
(Foucault, 1982, p.222). By applying these ideas of govemmentality to the specific 
case at hand, it can be seen that the Minister of Education and the appointed 
directors were not the sole source of power, but that disciplinary power was 
exercised unevenly through capillary forces throughout the 
administration/inspectorate/school/society relationship. This kind of exercise of 
modem power can be observed in the area of curriculum practices in Queensland 
education, illustrating the nature of the deployment of power. It was not only the 
administrators in the State Department who exercised disciplinary power through 
policy formulation. Policies were carried out but also challenged, undermined, and 
modified by the exercise of micro-politics of power throughout the whole system in 
the form of practices and tactics. 
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Whilst the productivity of schools depended on practitioners to implement 
policies, this was done in a tenuous interdependent relationship. For example, the 
long-awaited 1952 Primary Syllabus, at once heralded as a major revision of 
primary school curricula (Spaull and Sullivan, 1989, p.230), was subsequently 
undermined by inspectors and headteachers who did not examine it in its spirit and 
content and teachers who did not teach it in the manner in which it was planned. As 
an example of such subversive action, two inspectors who had written and published 
a history textbook, transferred much of the material to a new book which was titled 
'Social Studies' when this subject was part of an innovative change in curricula in 
the Primary school in 1952 (see Dunlop and Palfery (n.d.). New Syllabus History for 
Fifth Grade and Dunlop and Palfery (1952), Social Studies for Fourth Grade). In an 
evaluation of the implementation of this syllabus both the 'conservatism' of teachers 
and 'limitations in their own training' were cited reasons why schooling was 'not 
being geared to the needs of the twentieth century' (Greenhalgh, 1957, p.95). 
Additionally there are clues in the discourse which were more concerned with the 
effect of pragmatics on practices because teachers did not have the physical 
resources of equipment in overcrowded classrooms with which to meet the demands 
of the new syllabus. Another clue to the problem was partly recognised when it was 
conceded that the new syllabus only represented the ideas of a small group of people 
who were its authors, and therefore did not develop from teachers' own ideas about 
curriculum. Apart from illustrating inevitable changes in the 'policy cycle' (Bowe, 
Ball with Gold, 1992, p.83), this is an instance whereby the terms of govemmental 
practice were tumed around into points of resistance, which Foucault termed 
'counter-conducts' (Gordon, 1991, p.5). 
Thus an analysis of a 'regime of practices' (Foucault, 1991a) yields vital 
clues to how power operates in state schooling. This is a cmcial task of this study 
which is explained in the following section. 
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'Regime of Practices' 
Foucault is particularly concemed with analysis of culture through practices 
as a central feature of his discourse analysis. His articulation of a 'regime of 
practices' (Foucault, 1991a, p.75), describes not the institution per se, but practices, 
with the aim of coming to an understanding of what made them acceptable at a given 
time. In any regime of tmth, relations of power function through specific practices 
(Gore, 1991, p.9) which give a concrete form to a disciplinary relationship between 
the social entity and the individual (ibid., p.5). This idea connects with the aim of 
this study which is concemed more with the practices of schooling than with the 
stmcture of education as a state institution. For instance, in Discipline and Punish, 
the regime of practices of punishment are prioritized over transformations in the 
stmcture of penal institutions (Gordon, 1991, p.4). Foucault's intention is not to 
attack an institution of power but to isolate a technique of power which applies itself 
in everyday life where individuals are made into subjects (Foucault, 1982, p.212). 
Institutions must be analysed from the standpoint of power relations, rather than vice 
versa (Foucault, 1982, p.222). It must be remembered that. 
the target of analysis wasn't 'institutions', 'theories ' or 'ideology' 
but practices - with the aim of grasping the conditions which make 
these acceptable at a given moment; the hypothesis being that these 
types of practice are not just govemed by institutions, prescribed by 
ideologies, guided by pragmatic circumstances - whatever role these 
elements may actually play - but possess up to a point their own 
specific regularities, logic, strategy, self-evidence and 'reason'. It is 
a question of analysing a 'regime of practices' - practices being 
understood here as places where what is said and what is done, rules 
imposed and reasons given, the planned and the taken for granted 
meet and interconnect. (Foucault, 1991a, p. 75) 
A way of testing out this emphasis on practices is through an analysis of 
certain non-discursive practices carried out in Queensland state schools, those of 
space, architecture and time. These practices will be analysed in their own logic 
and reason in order to come to an understanding of how they produced their own 
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tmth, knowledge and belief (Eraser, 1989, pp. 17-34). However, in this particular 
historical era, the pragmatics of fiscal need must be part of any analysis for their 
bearing on practices, since the 'ship' was experiencing unprecedented difficulties due 
to historical contingencies which will become more clear as the Chapter progresses. 
The first practice to be discussed is that of space. 
Space 
Foucault (1982, p.218) uses the example of an educational institution to show 
how 'the disposal of its space, the meticulous regulations which govern its intemal 
life, the different activities that are organised there, the diverse persons who live 
there or meet one another' are part of a whole series of power processes manifested 
in practices. These are set in train by the use of techniques or technologies of the 
body which are part of the disciplinary apparatus of schooling and which are central 
to govemmentality. From its beginnings, popular education was aimed at the moral 
and physical well-being of whole populations and therefore practices were deployed 
for moral correction and supervision (Hunter, 1988, p.ix). Such practices included 
'techniques for distributing individuals in supervisable spaces like the playground 
and the classroom' (ibid., p.268). Space as a disciplinary power operates as an 
'economico-political form' and as such 'needs to be studied in detail' since: 
A whole history remains to be written of the spaces - which would at 
the same time be the history of the powers ... from the great 
strategies of the geo-politics to the little tactics of the habitat. 
(Foucault, 1980b, p. 149) 
For example, in the schoolroom, children in Queensland in the period from 1945-
1964 were allotted spaces which were highly regulated and dependent either on 
proven performance in examinations, social behaviour/acceptability or a combination 
of these. Because of increased enrolments and teacher shortage in the post-war 
years, govemance of this type was cmcial to efficient control for physical and moral 
reasons. 
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A major concem of govemment is with population en masse so that 
Queensland's fast growing school population was controlled by 'stereotyped 
instmction and mass discipline' (QTJ, 1952, 1, p.2). In 1955 there were 411 state 
school classes in the metropolitan Brisbane area with over 50 children, 76 classes 
with over 60 children, 18 classes with over 70 and 2 classes with over 80 students 
(QTJ, 1955, 2, p.l). Teachers were sometimes assigned to a 'floating class' which 
had to use verandahs or under-school areas as classrooms. The practice of crowded 
classrooms where children often had to sit three to a dual desk, or squashed into a 
line of seven or eight pupils along a long form designed for five was commonplace. 
One teacher recounts her first year of teaching oversized classes in inadequate 
physical spaces thus: 
...one class I taught contained ninety pupils. Desks were stmng 
across the entire classroom alongside a verandah. I could not reach 
the back of the class, so had to rely on the goodwill of pupils, 
discipline and tmst. It was like going back to the war years when one 
teacher taught three classes permanently. (Davis, 1988, p. 120) 
Another teacher recalls that as the youngest member of staff at a Brisbane 
metropolitan school, she was given the smallest class in the school which contained 
sixty-seven children (Gumming, 1988, p. 125). Because of overcrowding, a practice 
arose that kept the final grade classes as small as possible in order to meet the 
demands of the Scholarship (see Chapter 3). The unofficial rationalization was that 
children could be grouped in larger classes in their early years because teaching 
younger children was easier, an issue which was contested. Practices of making 
large classes were symptomatic of inadequate staffing of schools, placing a burden 
on women teachers especially in the middle and lower school. It was argued that: 
it is highly problematical how long our lady [sic] teachers who are 
carrying the burden of the large junior classes will be able to function 
efficiently for an indefinite period of time. If these teachers begin to 
crack under the strain the staffing situation will become chaotic 
indeed. (QTJ, 1952, 9, p. 13) 
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To control vast numbers of children in makeshift and cramped physical conditions, 
teachers followed the lead of staff 'who had been the backbone of the teaching force 
during the war' - 'the stalwart spinster teachers' who 'mled their classes with a rod 
of iron' (Davis, 1988, p. 119). 
Positions of space in the school and the classroom also epitomised 
asymmetrical relations of power with administrators and teachers being given 
privileges of space over and above those of students (Preston and Symes, 1992, 
p. 187). For example, grassed areas near the administration offices were often out of 
bounds to pupils as were the "blackboard" (chalkboard) and the "press" (classroom 
cupboard). This illustrates the spatial division which exists between the executants 
and the conceivers in the schooling process, which results in a different allocation of 
spatial privileges (ibid., p. 186). Whilst these privileges seemed meagre, they 
reproduced social relations which were unequal and kept the teacher/student 
relationship at a formal, authoritarian level. 
Spatial technologies of power in the classroom positioned children according 
to "ability" so that those who had demonstrated that they were good scholars sat in a 
ranked order starting from the furthermost seat at the back of the room, leaving 
those with leaming difficulties or behaviour problems at the front of the room, close 
to the teacher's "table" (desk). Thus the classroom was a differentiating space, 
allowing for close supervision and a highly visible hierarchy of competence and 
worth depending on where pupils were positioned in relation to the teacher and to 
each other (Kirk and Spiller, 1993, p. 112). Taking into account the micro-politics of 
the ordinary Queensland classroom in the 'fifties, it was likely that a fair haired girl 
at the back of the room be seated diametrically opposite to a black boy in the front 
seat (Crewe, 1992). As in similar situations of stringent regulation, the students 
became self-regulated, performing according to their status position. In the discourse 
of schooling then, students were objectified through practices of placement in the 
classroom. 
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Generally, the teacher as the undisputed authority figure taught from the front 
of the room with students facing him or her in formal rows as an assurance of 
hierarchical surveillance. Imperatives of surveillance driven by moral concems and 
also concems for hygiene underpinned practices. In fact the 'Hygiene of School 
Life' (pp. 137-167) was a sizeable appendix to the Regulations (1934) in use at the 
time. Teachers were instmcted to co-operate with medical inspectors, dental 
inspectors or school nurses 'in reference to the health of children' (ibid., p. 138), and 
were required to observe children in their classes to identify and isolate individuals 
who might present as a health hazard so that they could be excluded from school. 
Epidemics of diphtheria, poliomyelitis, scarlet fever, and whooping cough 
precipitated such practices. To prevent disease spreading, the 'routine cleansing of 
schools' sought to mitigate the dangers of dust and germs through cleaning, 
disinfecting and opening the windows to provide good ventilation (ibid., pp. 157-
158). The section entitled 'Hygiene of School Life' attempted to standardize the 
classroom so that 'organic impurities of the atmosphere', 'the bodily secretions of 
growing children' and the 'close smell' of a schoolroom could all be dealt with by 
the teacher (Regulations, 1934, pp. 137-167). 
As an extension of the classroom and indeed as the 'uncovered schoolroom', 
the playground as David Stow has shown was an important place for moral training 
(Hunter, 1988, p.60). The moral discourse of teachers centred on 'anatomo-politics' 
in the playground where both posture and movement of students were strictly 
regulated (Preston and Symes, 1992, p. 188). For example, in the case of 'drill', an 
early form of physical education, 'the objective was to make the body like a machine 
activated by the will of the teacher' (ibid. p. 189). Most of what happened in 
physical education lessons was akin to examining, since pupils were almost 
constantly made visible by strategies of lining up, forming into groups and so on, 
thereby making their posture and conduct 'the very substance of teachers' work' 
(Kirk and Spiller, 1993, p. 113). Although Kirk and Spiller's (1993) study centred on 
state education in Victoria in the early decades of this century, similar practices 
were used in Queensland state schools in post-war years (see EOGs 1945-1964). 
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Marching to military style bands, parades and regimented activities contributed to 
the anatomo-politics of the school, enhanced by the social relations of space. 
Practices associated with physical education were centrally concerned with 
promoting all-round fitness and providing group experiences 'that will affect 
character and encourage the best qualities of citizenship' (Edwards, in Report of the 
Secretary for Public Instmction for 1946, 1947, p. 12). Thus, in order to generate 
economically productive citizens, the twin aims of 'docility-utility' were pursued 
(Kirk and Spiller, 1993, p. 122). 
The playground as an institutionalised space was highly regulated for reasons 
of efficiency, for moral reasons and also for reasons of safety, all of which were 
needed for the production of the good citizen. As a gendered space, often there 
were assigned "girls'" and "boys'" stairs, equipment, and games with concomitant 
differential punishments for those who deviated from the mles. Surveillance in the 
playground was carried out by teachers on "playground duty" who searched for 
offenders who would then be sent off to receive corporal punishment from the 
headteacher or his/her deputy (who had been invested with the authority to use the 
cane). Because it was laid down in the Regulations that 'female pupils and members 
of Infant Sections or Departments shall not be subjected to corporal punishment' 
(1934, p.50), the practice was limited to boys of about age eight upwards. Corporal 
punishment was 'for offences against morality, gross impertinence, or wilful and 
persistent disobedience' (ibid., p.50). Such punishments were to be used only when 
absolutely necessary and were to be recorded in a punishment register. Therefore 
there were many other forms of gratification/punishment which were used to 
regulate behaviour, making schooling overtly intimidating in the classroom and in 
the playground. In terms of govemmentality, where the aim was for non-coercive 
strategies to regulate behaviour so that the child operated under its own 'free will' 
(Walkerdine, 1986, p.61), state schooling in Queensland fell short of these aims 
because its corrective strategies in the classroom and the playground were often 
coercive. 
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Architecture 
State schools in Queensland began as buildings made of rough hewn timber, 
often with shingle roofs and dirt floors. In some instances tents were used, as too 
were rooms in private dwellings (Logan, 1992, p.ii). Apart from a relatively few 
schools in metropolitan areas which were purpose-built as showplaces, most schools 
were timber constmction and built to the requirements of a restricted budget. 
Architecture constitutes the grammar of the school so that there is a symbolic status 
based on socio-economic considerations which makes powerful political assertions 
about particular schools (Preston and Symes, 1992, p. 186). Obviously the 
public/private divide, evident in Queensland due to the privileged position of the 
grammar school (see Chapter 3) and the better endowed church schools, was 
exacerbated by the neglect of state schools which, although bureaucratically ordered, 
were below standard. Deprivation of this sort was a concem to 'Vigilate' who 
wrote that: 
the dull joyless interiors of some of our school rooms with unlined 
walls, exposed beams and joints and the elongated spider haunted 
gable roofs, and uneven lighting seem ... to defy all attempts at 
interior decoration. (1945a, p.5) 
This comment was made in the context of citizenship since the well-being of the 
child was considered a priority, placed as it was the centre of plans for a 'new 
democracy' (Forgan Smith, 1941, pp. 130-131). The idea of children as 'the nation's 
greatest assets' (QTJ, 1952, 9, p. 13), prompted the rather extravagant claim to be 
made that, 'the only citizen in this State worth considering is the child' (QTJ, 1952, 
4, p.3). In this climate of investing hope in the post-war school pupil, 'Vigilate' 
(1945a, p.5) linked school experiences to aesthetic appreciation which could 
influence pupils' adult lifestyles. In fact it was asserted that the genesis of 
appreciation of the beautiful should lie in the school-room. It was deemed a pity that 
school buildings, compared to other public buildings, 'seem to have no part in this 
imaginative and progressive "modemism"'(ibid.). Utility without aesthetic quality 
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did not provide an 'uplift' in the 'impressionable lives' of young children (ibid). 
Strong feeling was expressed about the 'grave mistakes' in copying overseas trends 
such as the use of pre-fabricated buildings in England and instead it was advocated 
that 'the ideal Queensland school will be one which will suit Queensland conditions' 
(Thomson, 1952a, p. 12). 
Significantly, apart from aesthetics, school rooms were to aid 'supervision' 
by the teacher as a first priority ('Vigilate', 1945a, p.5). Building plans reflected 
the concems of anatomo-politics. For example, the kindergarten was to be fumished 
with 'small table and chairs ... [and] a Kindergarten ring' (ibid.). Ideas about 
education of the kindergarten child came to Queensland from abroad and interstate. 
Tyler's (1993) case study of the 1930 Australian kindergarten takes account of 
spatial organization to show how the classroom became a surface for 
power/knowledge strategies to operate (e.g. the purpose-built Lady Gowrie centres 
where parents and professionals could observe children from a gallery, or where, in 
a Lilliputian designed space of "infants" classes in state primary schools, the 
teacher's gaze was on a different plane to that of her children, making surveillance 
in both instances of paramount concem in terms of power/knowledge). 
Most often, state schools built in the 'fifties and 'sixties to accommodate 
vastly increased numbers of pupils were of the timber, "egg-crate" style. These 
buildings had few of the amenities which the Director-General, Edwards, had hoped 
for despite an earlier plea that 'in place of the squalid, overcrowded hovels that 
often do duty for schools, may we hope to see buildings that will inspire pupils and 
teachers alike' (QTJ, 1945, 5, p. 13). Even a hope that the aesthetic qualities of the 
new University buildings designed in sandstone at St. Lucia would be reflected in 
schools (using an analogy of a cathedral to a parish church) was put forward to 
promote the idea that the love of leaming would be enhanced by a conducive 
environment: 
The parish church is smaller and simpler than the metropolitan 
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cathedral, but it should be a worthy, dignified and reverent expression 
of the same spirit. The relation of the village school to the University 
should be the same. Smaller in size, in every way less elaborate, it 
yet should bear visible testimony to the etemal value of the principles 
it teaches - of tmth, beauty and goodness. (QTJ, 1945, 5, p. 13). 
Whilst ideas about aesthetics which were linked to both the child and the citizen 
provided some tension in the debate, they did little to influence the policies of 
expediency, and govemment spending did not stretch to accommodate such ideals. 
The classrooms which were built were cheaper versions of plans for 'the modem 
primary school' but their function was approved since the "see-through" design 
where 'all classrooms are of single depth, opening on to access corridors and have a 
maximum glass area on both sides; ... all have fanlights above them' (Edwards, in 
Report of the Secretary for Public Instmction for 1948, 1949, p.34) complied with 
obsessions about surveillance and about hygiene, as laid down in the Regulations. 
School architecture was closely linked to the aims of governmentality, 
whereby it was instmmental in reproducing the social relations that supervise 
modem life (Preston and Symes, 1992, p. 186). From 1945-1964 the expansion of 
numbers and inadequate accommodation meant that technologies of bio-power were 
applied as a response to school architecture where classrooms were too small for 
large classes, seating arrangements were often inappropriate and electricity was not 
usually connected. Other practices employed in crowded classrooms included the 
segregation of boys and girls, strict discipline, and the absolute authority invested in 
the teacher, all of which were cmcial for docility-utility. In a highly regulated 
spatial environment, children were herded and disciplined to meet the physical 
confines, whilst keeping moral imperatives and concems for hygiene at the forefront 
of practices. Thus the architecture of schools was both limited by and conducive to 
govemmentality. Highly regulated, affording hierarchical observation, the 
classroom provided the physical conditions in which the child as citizen of the future 
was produced. However, in terms of the nurturance of individuals, ideas that fine 
examples of circhitecture be provided to inspire the child in its learning did not 
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materialize except in a very few instances. 
Time 
The discourse of moral economy in a disciplinary site relies heavily on time 
as a central theme. The timetable is an element of disciplinary power and its 
function of accountability has been described as "the tyranny of the timetable". This 
particular technology which choreographs the school day, exemplifies the relatively 
recent history of the management of time as it is known in modem society, since it 
should be remembered that 'time ... is a social constmct with a distinctive social 
history and cultural etymology' (Preston and Symes, 1992, p. 149). 
In Queensland schools as in other institutions, time was govemed more 
stringently than in the "outside world". Neither the child nor the teacher was "free" 
once they had entered the school yard because time was calibrated and regimented 
for reasons of both efficiency and accountability. It was the job of the head teacher 
to draw up the timetable in his/her school in a highly prescribed and regulated form 
in line with that of the centralised system. Timetables as socially constmcted 
technologies of imposition have always been a domain of contest and stmggle 
(Preston and Symes, 1992, p. 150). For instance, the timetable decreed what was to 
be done whilst the Regulations explicitly stated what was not to be done so that 
teachers did not change it for what they thought was more important at a particular 
time: 
The time set down in the time-table for teaching must be spent in 
teaching. Correction of home exercises on paper, preparation of 
material for needlework, compilation of retums, summation of records 
of attendance, preparation of time-tables, retums, work-book, and the 
like, must be done at other times. (1934, p. 106) 
Adherence to the timetable was ensured through regular surveillance by the 
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headteacher because such regulation down to the smallest details was central to the 
routine of govemment. Inspectors were responsible for the policing of time through 
the timetable. Children in different parts of the State leamed the same things at the 
same time of day and year. This use of time was augmented by their using the same 
textbooks, listening to the same radio broadcasts, performing the same folkdances, 
drill exercises and playing the same approved games. Supporting the centralised 
timetable, EOGs (1945-1964) explicitly set out the artifacts and texts which were to 
be used to implement the centralised curriculum. 
As another example of ordered time, children were categorised and grouped 
in age cohorts and progressed through schooling in lock-step fashion, therein 
emphasising the role of the school and the modem classroom in population control. 
This facilitated the overriding panopticon imperative of the school, ensuring that all 
was done at a minimum cost to the public purse by the most efficient means. 
Children were labelled as 'laggards' (see QTJ, 1954, 2, p. 16) if they were "kept 
down" a grade level, whilst children who progressed too rapidly academically also 
posed a problem for administration, that of 'acceleration' (Wyndham, 1934, p.21). 
Children needed to leam how to use the bourgeois notion of time for their 
future lives as citizens since time is a 'moral and economic commodity' (Preston and 
Symes, 1992, p. 167). In order to instil in students the right use of time and make 
them conform to the confines of time, teachers set tasks which were carried out in 
accordance with the limits of allotted amounts of classroom time. As a contested 
site, the timetable was evidence of the power and status of different subjects. For 
instance, arithmetic was the subject which, according to the results of standardised 
tests, Queensland primary children excelled at in comparison with pupils in other 
States (see Chapter 5). This success was achieved largely through the allocation of 
prime time to this subject at the expense of cultural subjects (e.g. art and music). 
Thus the timetable as a disciplinary technology determined activities and practices in 
ways which stmctured the institution of schooling, whilst at the same regulating the 
child as citizen who would become the self-goveming adult. 
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Through analysing non-discursive practices of space, architecture and time, it 
is apparent that strategies of leaming were bound up with strategies for correction. 
Govemment of education relied heavily on practices which were aimed to produce 
the good citizen as a means of securing Queensland's future. The needs of the 
'ship' were privileged over the need to attend to the individual child because of the 
problems which abounded for the govemment of the 'ship'. Practices were 
influenced by these problems. The next section will discuss how techniques and 
strategies were also limited by historical contingencies. 
Problems of Government 
In the post-war years the Department was experiencing unprecedented 
difficulties in terms of govemment of not only its occupants but also its physical 
stmctures. Practices of surveillance and routinization were carried out by teachers 
who were working in extremely difficult circumstances. Administrators were 
finding it almost impossible to carry out their task of govemance, so that the 
unprecedented step was taken of notifying teachers that Departmental officials would 
not accept requests for interviews during the summer vacation of 1946-1947. In 
response the QTU, through the medium of the QTJ (1946, 1, p.l), expressed 
outrage at this 'closed door' decision at a time when mral teachers in particular were 
requesting interviews at the central office in Brisbane to discuss pressing matters 
about transfers, staffing, accommodation and so on. 
Because mral teachers faced disadvantages associated with distance, this 
mling meant that their grievances might not be aired for at least two years. The 
QTU deplored the way the Department attempted to cut itself off from its teachers 
by this policy, stating: 
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The anonymity of a term such as 'the Department' has certain 
advantages. It has also certain disadvantages. It is easy, necessary, 
and usually conclusive to state that the policy of the Department is 
this or that in certain matters. But the policy of the Department is 
laid down by men [sic] and affects other men. (QTJ, 1946, 1, p.l) 
The Department depicted as a sovereign power had assumed enormous proportions 
in teachers' minds because of its disciplinary power on their lives, especially in the 
area of transfers and promotions. Both of these were cmcial issues, but for the 
teacher in the bush transfers were of special significance, expressed thus: 
Perhaps to no undertaking in his [sic] teaching career does the teacher 
bring the same degree of concentration as he does to the compilation 
of a letter on this subject. ... he fervently conjures up all his literary 
eloquence in seeking the words that he hopes will thaw the cold, cold 
heart of officialdom. ('Green Ant', 1952, p. 15) 
There was a perceived need to break through the anonymity of the Department so 
that the crew of the 'ship' were better able to understand the tactics of 
govemmentality. To this end, in 1952, 'Vigilate' asserted: 
We want our co-partners in this business of education to grasp the 
oars with us, tum the ship around and pull for safety against the 
current to the calmer waters beyond the rocks. (1952b, p. 18) 
The QTU was an advocate for teachers against what it considered to be 
unfair and unacceptable decisions taken by the Labor govemment and implemented 
through the State Department of Public Instmction. The QTJ throughout the fifties 
became increasingly disillusioned with a 'workers' govemment which allegedly had 
undermined the system' by delivering a 'blow in the face' to unionism. It was 
claimed that the long standing Labor govemment had 'feet of clay' ('Vigilate', 
1952a, p. 13), disappointing teachers who had kept the 'lumbering, but still sturdy 
vehicle of education' in action (ibid.). 
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The year 1952 was labelled a 'Crisis Year' ('Vigilate', 1952b, p. 18) for 
education. The QTU was aware that, in contrast to the neglected state of education 
in Queensland, other Westem democracies such as Britain and the United States of 
America were experiencing a period of expansion in education spending in order to 
rebuild in the aftermath of war. In Britain in 1947, the school leaving age was 
raised to 15 thus making some secondary education available for all children, despite 
the almost catastrophic effect of war (Maclure, 1969, p.222). In other Australian 
States the need for universal secondary education was recognised and the 'provision 
of state secondary education began to be fashioned into a general system' which 
resembles closely the current education systems (Faye, 1991, p.66). Queensland 
was noticeably behind in its educational provision at this stage, thereby making its 
practices different in significant ways. 
Peculiar Logic 
What follows is an analysis of the way people thought about education in 
Queensland and the impact of these attitudes on practices at the political level and at 
the local site of the school. The Queensland 'ship', whilst experiencing similar 
difficulties to the other States of shortage of funding, inadequately trained teachers 
and community apathy (Jackson, 1961), also experienced more pronounced 
difficulties than the southem States, in that it represented a regime of tmth where 
revisionist historians have identified a culture of anti-intellectualism, agrarian 
interests and a frontier mentality (Lewis, 1978; McQueen, 1979; Murphy, Joyce and 
Hughes, 1980; Fitzgerald, 1984; Connors, 1984). This condition kept its education 
system 'shackled with the fetters of an ultraconservatism' ('Vigilate', 1945c, p. 17), 
which was described as 'an alarming situation' ('Vigilate', 1952a, p. 13). There was 
a 'widespread belief that more people should be on the land' (Thomson, 1945, p. 11) 
and because the 'man on the land' was something of an emblem, less value was 
placed on education, reflecting an anti-intellectual position (Connors, 1984). For 
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instance, in 1948, the Labor Minister for Education, Bmce had stated that, 'We all 
believe that the best education is obtained after leaving school' (Lawry, 1980, 
p.359). Fighting against such an attitude, the QTU was adamant that an extension 
of educational provision was necessary as 'the duty owed to our children ... is not 
only desirable, it is imperative. It is admitted on all sides that education is the 
keystone of democracy' (QTJ, 1952, 7, p.l). It was reckoned that 'one of the most 
pressing needs ... is to get the parents interested in and conscious of what we 
[teachers] are trying to do in our schools' (Thomson, 1945, p. 10). 
In 1952, a senior lecturer in education at the University of Sydney 
addressing the QTU lamented that, 'The sad tmth is that there is a lack of real 
public opinion on education in this country' (Brown, 1952, p. 15). In his opinion 
there was a need for a cultural movement for educational reform among ordinary 
people, not 'professional administrators' or 'back room experts/research 
departments' (ibid). The blame for this lack of public interest in education despite 
the State systems having a 'broad, democratic basis and origins', could be placed in 
the 'unfortunate hierarchical, bureaucratic and centralised tendencies in our State 
systems of administration' (ibid.), a situation which also made an impact on visiting 
educators Kandel (1938), Butts (1955) and Jackson (1961). 
In Queensland, where there was 'not a very strong educational conscience' 
(Schonell, 1953, p. 10), it was difficult to bring in a new deal for education when 
parents were not willing partners. It was noted that: 
It is paradoxical that here in Queensland parents who are keenly 
interested in all that concems their children are not interested in 
schools nor in teaching, though they are interested in particular 
teachers. ... The teacher is discussed in the home, ... often with 
devastating frankness. It is a great pity ... that parents are inarticulate 
in this regard . . . . (QTJ, 1951, 4, p.l) 
This was attributed to a tradition in Queensland that school was a place which 
children attended but where parents were out of place. The only legitimate reasons 
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for a parent visiting a school appeared to be to enrol a child or to lodge a complaint 
(QTJ, 1951, 4, p.2). Thus there was an urgent need to bring community 
expectations in line with govemmental aspirations for education. Parent and 
community support were cmcial if objectives of govemmentality were to be 
materialised as practices because it was reasoned: 
To get better education and better educational facilities we need the 
co-operation of parents. We need to show them what we are doing in 
our schools. (QTJ, 1950, 3, p.l) 
It was apparent that 'no community in these days can remain complacent and 
satisfied with the bare necessities for the school' ('Vigilate', 1953c, p.2). The 
solution supposedly lay mainly with teachers to bring about the close union of the 
school with the community for the mutual benefit of each (ibid.). However, Brown 
(1952, p. 15), as an education academic from New South Wales where the Teachers' 
Federation had been embroiled in battles with the State govemment, was more 
circumspect about the power of teachers to bring about changes in attitudes to 
education. For instance, on the topic of class size, he alleged that teachers' 
protestations would not be supported by administrators who knew that, for the State 
govemment, such reforms would be 'financially embarrassing' (ibid.). 
Historical contingencies used to explain the lack of community participation 
in education included astoundingly under-developed local govemment (QTJ, 1951, 4, 
p.2). Because of the tradition of making central govemment the site of decision 
making and action, a certain attitude prevailed which was passed down to the level 
of govemment of schools. The attitude was one of 'let the state look after its 
schools' (ibid.,p.2) which Butts (1955) and Jackson (1961) both commented upon, 
asserting that the community should have a shared responsibility with the state and 
the profession. Butts down-played the importance of the state in a democracy by 
stating: 
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Govemment is not the only way that a democratic people organizes 
itself to achieve its aspirations and goals. Indeed, the mark of a 
democratic society is that it does not identify all of life with the state. 
Whenever all of life is defined as coterminal with the state, then you 
have the seeds of a totalitarian society. (1955, p.20) 
A measure of the discomfiture that people felt about state schooling and the 
Department was apparent in parents' lack of support for school committees because 
they felt that the govemment was using them as a cheap way of getting school 
equipment. As a result, and in order to raise the necessary funds, teachers and 
pupils were forced to fund raise for necessary equipment by bottle drives, fetes, etc. 
Brown (1952, p. 15) spoke of the benefit of this kind of "involvement" (which should 
not be misunderstood as "participation") as raising the prestige of schools and 
teachers as both parents and teachers became engaged in the 'indivisible task of 
education'. In a similar attempt to foster improved school community 
understandings Schonell, as Dean of the Faculty of Education at the University of 
Queensland, argued that there was a great need to arouse in Queensland an 
educational consciousness in all its citizens - parents and teachers alike - and 
recommended ways of achieving this through communication and 'encouraging 
parents and teachers to know each other and to work for the benefit of the children' 
(QTJ, 1953, 9, p.2), thereby bringing the debate to rest on what was best for the 
child. This idea was in accord with progressivism, a movement which was taken up 
to a limited extent by educators in the 'sixties (see Chapter 5) . It can also be 
aligned to the move to make families instmments of govemment (see Chapter 5). 
Attempts to involve the community in education thus bear the hallmarks of 
govemmentality. This could be achieved when the pastoral bureaucracy was 
extended to include parents and the community. 
Apart from the problem of community attitudes, social and economic 
reconstmction was linked to educational improvement which had a mandate in the 
child as citizen of the future. Ideas of citizenship are significant primarily because of 
the part they play in the political rhetoric and political calculations of govemment 
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(Hindess, 1992, p.l) and as such they are central organizing features of political 
discourse. It was asserted that 'the child demands of the State better treatment and 
the future of the State postulates that his [sic] demands be met' (QTJ, 1952, 9, 
p. 13). In similar vein, the Director-General, Watkin, expressed his concem for the 
education of the socially-competent citizen, thus: 'The development of a lively sense 
of social obligation and a dynamic social conscience is one of the prime functions of 
modem education' (QTJ, 1952, 4, p.6). 
Changing times called for a complete overhaul of curricula and educational 
facilities 'to serve the ideals, nature and needs of modem youth' ('Vigilate', 1945b, 
p.8). For instance, in 1941 the Labor Premier, Forgan Smith, in reply to the 
Govemor's speech at the opening of parliament, had linked education to employment 
as part of 'one problem'. He spoke of the new democracy that would emerge from 
the winning of the war where one of the 'leading factors will be education' (1941, 
p. 130). The link he made with education and employment is significant in that it 
underlined an Australian attitude to education which was essentially a vocationalist 
approach (Collins, 1993) and which was very pronounced in Queensland (Connors, 
1984, p. 11). Forgan Smith announced that the state education system was being 
recast and extended in order to 'meet the requirements of the new democracy' and 
serve the purposes of 'a just social order' as part of a 'progressive programme of 
national planning' (1941, p. 130). 
Hand in hand with the perceived need for educational advancement and 
reform, was a confidence and responsibility placed on youth to solve the problems of 
democracy and maintain the peace (QTJ, 1945, 4, p.9). There was also a hope that, 
through education, 'children will be enabled to live a better and fuller life than their 
parents' (EOG, 1941, 8, p. 132) and that education would assume more importance 
to the community and therefore would be a site of change and progress (Report of 
the Secretary for Public Instmction for 1947, 1948, p.21). Along with the ideals of 
the new democracy was the perceived need for 'a new deal for education' resulting 
from 'a great deal of public criticism of the Queensland state system of primary 
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education' (QTJ, 1951, 7, p.l). Although the Labor Premier, Hanlon had asserted 
in 1947 that: 
It is the Govemment's intention to have a complete overhaul of the 
educational system, and the Act will be amended to shape the 
education policy of the future in relation to primary, post-primary, 
secondary, technical, and agricultural instmction, (QTJ, 1947, 3, 
p. 10) 
these goals had not been achieved. The QTU published statements in which Hanlon 
and the leader of the opposition. Pie, expounded their views and intentions regarding 
education. The QTU considered the appearance of these statements in the press to 
be a good sign since: 
Education can only progress in a democracy when the people are so 
education-conscious that they expect the leaders of parties seeking 
power to make a public statement of their views and intentions 
regarding education. (QTJ, 1947, 3, p. 10) 
In the usual ploys of party politics, the leader of the opposition blamed the 
govemment for the neglect of educational provision under Labor mle, claiming that 
the education system had slowly deteriorated. Pie referred to 'overcrowded, ill-
equipped schools [which] were understaffed by teachers whose dissatisfaction, sense 
of fmstration, and disillusionment were growing daily' (QTJ, 1947, 3, p. 10). 
Mounting criticism of the State's handling of education coupled with the idea of 
building a new society through education made it a political issue. Because this 
regime of tmth centred on the ideal of a new democracy, the role of education was 
seen as central to producing the self-regulating democratic individual (see Chapter 
5). This was a powerful "tmth" which tended to get buried in pragmatic concems 
of managing the 'ship'. 
Post-war imperatives, articulated in the project of state-building, influenced 
to some extent the tacit pragmatism and anti-intellectualism of a culture reflected in 
68 
its govemment. The advocacy of the QTU, a non-party-political and non-religious 
organisation, was consistent in criticizing both the State govemment for its failings 
in educational provision and also the servants of that govemment for the tactics and 
practices which they used. Teachers were described as loyal, efficient and self 
sacrificing but pushed to the limits of human endurance ('Vigilate', 1952a, p. 13). 
Aroused public consciousness of the value of education, Queensland's prosperity due 
to its primary industries, and the recognition of the unalienable right of the child to 
post-primary education were articulated reasons for prompting action. Changes were 
piecemeal and contingent on wider social needs and the State's agenda of spending 
in relation to vested interests, for example, the Catholic lobby (see Chapter 3). 
However, while the post-war era does mark a discontinuity in the way education was 
perceived, it is acknowledged that transformations, whilst marked, were not 
spectacular in nature or effects. 
The unspectacular nature of change was often in itself disappointing. A spirit 
of 'sober optimism' replaced earlier expressions of hope for improved conditions 
('Vigilate', 1950c, p. 14) since parsimonious govemment spending on education 
continued. For example, the Commonwealth Bureau of Statistics recorded that 
Queensland spent less than any other State on education (QTJ, 1956, 2, p.l). In fact 
Queensland spent one pound less per capita than the next lowest State, which was 
Victoria (ibid.). As an instance of this impecunious provision, it was alleged that, 
'Queensland is more backward in the provision of school libraries than any other 
State in Australia' (QTJ, 1952, 7, p. 18). The govemment was charged with acting 
more swiftly in their eagemess to solve the question of illegal, off-course 
S.P.(Starting Price) betting or dealing with parliamentary salaries at a time when 
education was in a sorry state, for: 
Not only do we lag behind the other Australian States in certain 
important aspects, but each succeeding year the lag (is) becoming 
greater. (QTJ, 1953, 8, p.l) 
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Despite a change in 1957 from a Labor to a conservative coalition 
govemment, expenditure on education continued to be inadequate to meet the basic 
needs of the system. The change of political party in power was not a deciding 
factor as the goals of govemment were similar and strategies for achieving these 
goals were limited. Yet the institution of state schooling was set to undergo change 
in terms of stmcture and population because of a 'social revolution' (QTJ, 1964, 2, 
p.l). Goodman (1968, p.341) cites this 'revolution' as beginning from 1952 
onwards whilst the QTJ refers to it in terms of the transition of a double population 
in the first year of secondary schools in 1964 (1964, 2, p.l). One dimension of this 
revolution can be illustrated by considering the percentage secondary school 
enrolments constituted the total state school enrolments in selected years over this 
period. In 1945, State secondary enrolments represented 4.5 per cent of total State 
school enrolments; this had increased only to 5.5 per cent by 1954; in 1963, the 
year prior to the passing of the Education Act which made secondary schooling 
compulsory to age fifteen, the percentage rose to 16.3 per cent while the following 
year it was 26.5 per cent (Ministers' Reports 1945 (1946); 1954 (1955); 1963 
(1964); 1964 (1965). 
The long awaited Education Act of 1964, whilst it took the form of 
legislation, can also be seen as a tactic of govemmentality. In the State's own 
interests all its children needed to participate in some form of secondary education. 
The decision taken to make universal secondary education compulsory was one that 
was tied to the achievement of social and political ends in the development of 
individuals who would, as socially competent citizens, be conducive to state-
building. 
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The Power of Past Practices 
The difficulties which have been noted in the previous section in arousing 
educational awareness in parents were in no small measure due to their own school 
experiences. The dominance of examination over schooling practices had produced 
a 'curse' over parent-teacher relationships since the teacher considered the 
'successful' pupils to be those 'who had passed through the various grades of 
schools in the minimum time' (QTJ, 1953, 9, p.2). Many Queensland parents had 
been labelled 'unsuccessful' by an educational system which was fundamentally 
involved in producing success and failure through examination practices, culminating 
in the Scholarship, where children were: 
driven hard, bellowed at, scolded, caned, detained, overloaded with 
homework and crammed full with a host of useless facts, forgotten 
almost as soon as they are learnt, and denied a full and broad 
education so that on the fateful day they will pass this vital 
examination. (QTJ, 1950, 8, p. 17) 
Through such experiences and treatment, many children grew to loathe schooling, 
leaving at the earliest possible legal age of fourteen years. As a result Queensland 
was a community where most adults of the post-war years had received only primary 
education (QTJ, 1952, 7, p.l). One dimension of the position of education in 
Queensland in the early 'fifties can be gauged by the fact that, of the cohort of 
pupils who were in their second last year of primary schooling in 1951, only 30.4 
per cent moved on to secondary schooling in 1953. Many students left primary 
school at age fourteen, the legal leaving age, as the policy of "retarding" pupils 
meant that the weaker pupils had been "kept down" on at least one occasion. Thus, 
the sifting process had begun at least a year prior to the official conclusion of 
primary schooling (Reports of the Secretary for Public Instmction for 1951, 1952; 
1952, 1953; 1953, 1954). 
Queenslanders were under-educated compared to people in other Westem 
democracies and other States in Australia (Goodman, 1968). It seemed that, 'A 
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State school to the average Queensland parent is a place which he [sic] entered at the 
age of five and left, forever, at the age of fourteen' (QTJ, 1950, 3, p.l). 
Educational apathy was also reflected in low participation rates in secondary 
education where only one in ten students completed a full secondary education (CM, 
1954, December 11, p.l). In an Australian study 'School Leavers in Australia, 
1959-60' by Radford, Queensland's statistics showed that 40 per cent of pupils had 
left school by fifteen, 67 per cent by sixteen and 86 per cent by seventeen (EOG, 
1962, 7, p.268). The appearance of such reports as research evidence which could 
facilitate change is consistent with the techniques of govemment seeking to improve 
a population and as such marks a shift, in that research was being used to inform 
policy. 
Overall the value placed on education continued to be one of vocationalism 
where gaining a minimum education to get the desired job was the incentive. As has 
been discussed, in the vast areas of mral Queensland, people had not been much 
concemed about education or its reform since they cut cane or milked cows as their 
lives' work and did not worry too much about things like abolishing the Scholarship 
or raising the leaving age (Dean, 1946, p.8). In contrast, by the late 'fifties, 
D'Urso (1957, pp. 11-12) argued against this kind of attitude, stating that, 'Education 
is for life - not in the narrow vocational sense as we are so prone to view it at 
present'. 
A problem for Queensland teachers was that most had been educated in the 
system in which they subsequently taught and were trained by their employer and 
therefore it was difficult for them to envisage how education might be different 
(QTJ, 1951, 9, p.l). The minority of educators who travelled abroad to places such 
as Britain and New Zealand ascertained the different status of education in the 
community. For instance, Connor (1953) wrote a series of articles for the QTJ 
which made useful comparisons between Queensland and Britain. He was 
particularly impressed by the 1944 Education Act in Britain as it embodied the 
'hopes and aspirations of British educationists'. He viewed it as a progressive reform 
and praised its decentralization policies, and its practices of the 'three As - Age, 
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Ability, Aptitude' which he considered an appropriate means for dividing children 
for secondary education based on the principle of rights of every child (QTJ, 1953, 
1, pp.6-7). In support, it was suggested that Queensland needed a new Education 
Act since: 
I have seen in England what the 1944 Education Act did for public 
consciousness, public interest and public attitude to education. In 
many areas it changed the whole pattem of interest, because a policy 
had been stated. The Ministry of Education had the foresight to send 
round the country all sorts of people to talk about the new Act. They 
published short pamphlets, and there was, coming upon a post-war 
desire for more and better education, a revivified and increased 
interest in educational reform at primary and secondary levels. 
(Schonell, 1952, p. 10) 
Because 'England faced infinitely greater difficulties over men [sic], money, and 
materials' in post war educational reform, it was felt that in Queensland what was 
needed was not merely fiscal means but 'the will' to improve educational provision 
(Thomson, 1953a, pp.4-5). Schonell considered it amazing that 'on the crest of 
unprecedented prosperity, we cannot raise the leaving age to fifteen, a step that 
could mean so much ... to so many' (QTJ, 1951, 3, p.2.) Again, this was a 
reflection of a culture where pragmatism was valued over intellectualism and the 
difficulty lay in bringing the objectives of people, govemment and education into 
alignment. 
Programs of govemment are limited by historical contingencies and the range 
and scope of instmments of govemment which are available. The next section 
explores how, when faced with enormous difficulties, the strategies employed had 
much to do with measures of expediency. 
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A 'Convenient' Position 
Although it has already been made clear that it is important to seek out the 
logic of practices in their own reality rather than to resort to pragmatics, govemment 
by its very nature operates instmmentally to achieve 'a right manner of disposing 
things' for 'an end which is "convenient" for each of the things that are to be 
govemed' (Foucault, 1991b, p.95). While practices, according to Foucault, 'possess 
up to a point their own specific regularities, logic, strategy self-evidence and 
"reason"' (1991a, p.75), it would be misleading to delete the pragmatics of need 
from any debate about govemment of Queensland education. The economic cannot 
be bleached from the analysis, neither can political forces in the form of vested 
interests, because in Queensland, the battle for monies for education was a major 
one, not only in the public sector but also in non-state education. Political power in 
an education system is exercised through a multitude of techniques and agencies, and 
pressing economic conditions largely determined the parsimonious decisions which 
were taken and which were reflected in practices. 
Problems were not peculiar to Queensland, but resistance by a series of State 
govemments was stronger than in other Australian States, a situation which is home 
out in the continuance of the State's entrance examination to secondary education 
when such examinations had been abolished elsewhere (see Chapter 3). Practices 
were influenced by the limitations of the pastoral bureaucracy but at the same time, 
and more importantly, these practices defined the very form of state schooling. This 
section deals with practices which impacted on teachers' lives and which contributed 
to a general malaise in teaching. Problems of teacher shortage, teacher recruitment, 
transfer and accommodation and the general malaise of teaching will next be 
discussed in tum. 
Teacher shortage 
The most pressing problem was that of teacher shortage. In 1946, Director-
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General Edwards faced the problem that teaching was the 'noblest of professions, 
but the sorriest of trades' (Report of the Secretary for Public Instmction for 1946, 
1947, p. 12) and therefore was not an attractive proposition for school leavers. 
Wider changes in the work place such as the institution of the forty hour week, the 
abolition of Saturday work and a situation of full employment had repercussions for 
teaching since it was a job which required service in remote parts of the State and 
passing of examinations in one's 'spare time' (QTJ, 1951, 6, p.l). In 1951, Edwards 
compared teaching to other professions such as those of doctors or priests, stating 
that he would accord no lower place to a teacher 'who nourishes our minds' 
although the 'teacher is often overlooked, or remembered only that he [sic] may be 
better despised' (QTJ, 1951, 8, p. 16). He implored teachers to retain their faith in 
the value and the importance of the work that they were doing. In 1952, it was 
alleged that the future of education in Queensland depended on the teacher as its 
'chief instmment' because, 'No calling is higher than his [sic] and none is more 
important' (QTJ, 1952, 7, p.l). However, for many teachers who battled daily with 
classes of sixty or more pupils in cramped conditions in metropolitan schools or in 
"third world" conditions in mral schools, such votes of confidence could well have 
been empty rhetoric. Moreover, in a community which was 'politically apathetic' to 
education, teacher shortage was not recognised as a problem (Thomson, 1952b, 
p.ll). 
Teacher shortage was not a new phenomenon, but was exacerbated by World 
War Two. 1,122 male teachers had been absent on war service out of a total 
number of 2,500 male teachers on the payroll (QTJ, 1946, 1, p.l). In this 
calculation, women were left out, a silence which testifies to the inferior place of 
women teachers, an issue to be taken up in Chapter 5. The immediate post-war 
years brought special imperatives. For instance, from the beginning of 1945 to 
1948, 1,158 teachers were admitted but losses amounted to 1,508; giving a net loss 
of 350 teachers in that period. At the same time, pupil enrolments increased by 
over 6,500 (Report of the Secretary for Public Instmction for 1948, 1949, p.20). 
The problem of teacher shortage was further augmented by two main factors, 
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natural increase in population from 1945 onwards and the introduction of a large 
scale migration program. In 1949, Edwards wrote: 
During the last four years the number of children surviving the first 
year of life in Queensland has averaged 27,(XX) per annum. If the 
number of births remains reasonably constant for another five years, 
the primary school population will reach at least 185,000 by 1960. 
(Report of the Secretary for Public Instmction for 1949, 1950, p. 19) 
The estimate fell short of the actual figure which numbered 210,000 (Report of the 
Minister for Education for 1960, 1961). In 1949, for instance there were 1,323 
'assisted' migrants to Queensland under the age of 16 years and further increases 
were anticipated (Report of Secretary for Public Instmction for 1949, 1950, p. 19). 
Teacher recruitment 
The QTV, faced with the problem of increased numbers of students and a 
shortage of teachers, called for a plan for teacher recmitment. In 1950, Edwards 
outlined the projected increases in school populations but did not provide a plan of 
action (Report of the Secretary for Public Instruction for 1950, 1951). The QTU 
found Edwards' report to be a 'disappointing' document which 'adroitly sidesteps 
any attempt to solve the problem of teacher recmitment' (QTJ, 1950, 10, p.l). 
Whilst Edwards had pointed out that the training of teachers is 'necessarily a slow 
process' (Report of the Secretary for Public Instmction for 1949, 1950), the QTU 
argued that some plan of recmitment was needed and that Edwards' report 
'contained no such plan' (QTJ, 1950, 10, p.l). The QTU was calling for something 
concrete in terms of a program of govemment which would improve the situation, 
but in the absence of such had prepared its own plan based on the proper allocation 
of public money to be spent on the building of the State's only Senior Teachers' 
College, providing housing for teachers, increasing allowances to Senior Training 
College trainees, and making the salary scale commensurate with the work 
performed (QTJ, 1950, 10, pp. 1-2). 
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Because the problem of recmitment could not be separated from the general 
malaise in teaching which was identified as the reason why insufficient new recmits 
were being attracted from school leavers, Edwards considered that a fault lay in the 
fact that young people leaving school at Scholarship or Junior standard could get 
jobs which offered 'quite good salaries' (Report of the Secretary for Public 
Instmction for 1949, 1950, p. 19). He viewed this practice as a waste of '2,000 
potential teachers' and attributed this reluctance to parents not wanting to send their 
children away from home 'at extremely impressionable years' (ibid.). Limited 
participation in education of pupils in mral areas showed 'a glaring inequality of 
educational opportunity' (Thomson, 1952b, p. 12). The fact that pupils from distant 
provincial centres had to travel to Brisbane in the south-east comer of the State to 
find private accommodation before commencing teacher training further contributed 
to this problem as such pupils represented the majority of Queensland's population 
who lived outside the capital city. 
The focus on the inequity of location positioned educational disadvantage in 
the mral sector and highlighted the demographic dominance of the south-east in 
terms of political power. Also the language of 'inequality of educational 
opportunity' foreshadowed the main thmst of reform in education in future decades. 
The linkage of this inequality with mral areas however was different to the 'social 
class' positioning of this problem of education as it developed later (see Connell et 
al, 1982; Henry et al., 1988). In order to mitigate mral disadvantage, the QTU 
emphasised the pressing need for a hostel or residential college in Brisbane, using 
the example of a university hostel on Wickham Terrace, Brisbane, which was 
available for the accommodation of university students (QTJ, 1950, 2, p.2). 
Although teacher shortage was traced to the conditions that teachers had to face in 
their daily work, because it was argued that graduates in other disciplines such as, 
for example, medicine or engineering, willingly left home to attend university in 
Brisbane, the QTU remained adamant that the provision of a Senior Teachers' 
Training College with residential facilities which afforded adequate supervision 
would solve the problem of recmitment. 
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On the overall issues conceming the recmitment of teachers, the QTU in 
1950 showed its fmstration with the administration of the State Education 
Department stating that: 
Morale on the educational front is low. There is little enthusiasm, for 
the future is faced not with expectancy but with helplessness. There 
is a lack of recmits, for recmits commonly do not msh to join the 
ranks of a defeated army. (QTJ, 1950, 2, p.l) 
An emergency scheme of training teachers 'within reach of their homes' (Report of 
the Secretary for Public Instmction, for 1949, 1950, p.20) was severely criticised by 
the QTU, adding to low morale. This plan was aimed at pupils who passed the 
Junior Examination who were encouraged to take on an 'apprenticeship' in teaching 
over a period of four years in their local schools. The QTU was quick to attack the 
Labor govemment for proposing to 'exhume that paltry, pinch-penny system of 
sweated child labour', the pupil-teacher system. In effect, Edwards' emergency 
scheme, according to the QTU, was 'thinly disguised pupil-teacher system' (QTJ, 
1950, 7, p.l). Because the architects of the scheme feared that students working 
under such conditions would likely fail the Senior Public Examination, the QTU saw 
the fact that no bond was required as a cynical foreshadowing of likely events. The 
bond was a strategy used by the Education Department which forced teachers to 
remain teaching for a period corresponding with the length of time they had received 
a living allowance during their training, thus ensuring some supply of teachers, 
albeit not always willing ones. In addition, because the emergency scheme had 
more generous allowances, this potentially had the effect of attracting students who 
would have followed the normal scheme of preparation, subsequently eroding its 
intake. As an immediate reaction the emergency scheme attracted ninety-seven 
females and only sixteen males. On the basis of so few males applying, the QTJ 
pronounced it already a failure and suggested it be called the 'Hope Chest 
Allowance' (QTJ, 1950, 7, p.2), thereby reflecting the gendered belief that girls 
would necessarily use teaching as a fill in activity until they were forced to resign on 
marriage in keeping with State Public Service requirements, a practice which 
continued until 1969 (Limerick, 1991, p. 18). In 1953, a two-year course for 
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students who had passed the Junior Public examination was re-introduced (Report of 
the Secretary for Public Instmction for 1951, 1952, p.20) and continued until 1959. 
Opinion about teacher training courses was still divided as evidenced by the 
dissonant voices which maintained that teachers should be practitioners first and 
foremost, thereby underplaying the need for more and better education for teacher 
trainees: 
Under a good H.T., whose heart and soul is in his [sic] profession 
these entrants will gain more confidence than they would in the two or 
more years spent at the T.T.C. [Teachers' Training College]. 
('Forever and Ever', 1950, p.22) 
To counter this kind of argument, the QTU adamantly harked back to the pressing 
need for money to be spent on the establishment of education in the form of a Senior 
Teachers' Training College to replace its temporary location at the North Brisbane 
Intermediate School. In fact, Queensland's was the only system in the British 
Commonwealth not to have a modem teachers' college (Spaull and Sullivan, 1989, 
p.252). Schonell commented on the unfavourable position of teacher training in 
comparison to teacher education provisions in New Zealand and in other Australian 
States (QTJ, 1952, 4, p. 13). The newly built university at St. Lucia was seen as 
testimony to the fact that excuses of lack of labour and materials were a sham. 
Also, the Teachers' College at Armidale was seem as a prime example of public 
faith in education in New South Wales which had warranted govemment spending 
twenty years previously. In comparison, it was alleged that 'Queensland is the only 
State in the Commonwealth which is faced with an utter failure in its teacher 
recmitment' (ibid.). Yet teacher education remained a low priority, reflecting the 
value placed on it by both the state and the community. It was not until 1959 that 
students admitted into Teachers' Training Colleges were required to have suitable 
passes in four subjects in the Senior Public Examination at the end of secondary 
schooling. At this time, 85 per cent of the intake of trainees were qualified 
matriculated students of the University (Watkin, in Report of the Minister for 
Education for 1963, 1964, p.9). 
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Transfer and accommodation 
The status of teaching required attention in order to improve education 
generally. Whilst the QTU observed that 'morale comes not from the bottom but 
from the top' (QTJ, 1950, 2, p.l), this did not mean that at the school level the lot 
of teachers could not be improved and the QTU was quite fearless in its attack on 
the system (QTJ, 1950, 7, p.l). Problems of 'transfer, housing and inspection' 
were 'at the root of the failure of teacher recmitment'. For instance, the 
Department had "lost" over 1,2(X) women teachers between 1928-1948; the reasons 
mainly being poor accommodation, the liability of transfer, and the necessity to 
travel long distances for their first appointment (QTJ, 1951, 6, p. 13). It is 
significant that the Public Service mling which necessitated resignation in the event 
of marriage was not recognised nor contested in the discourse because the idea of 
equality of opportunity for women had not been accepted as an issue. 
Special problems arose with distance and isolation. Often young teachers 
were transferred not only to areas remote from their homes, but also to the isolation 
of one-teacher schools. One female teacher recalls her arrival: 
When I arrived at my one-teacher school, the train stopped at a siding 
surrounded by bush. I could not see any habitation anywhere and 
there were no staff at the siding. All the guard of that train had to do 
was to get the train from Bundaberg to Mt. Perry. He did not have to 
worry about a stray girl, but he did. He said to me, "What are you 
doing here? Are you visiting someone?" I told him I was the new 
teacher, and he said "What the hell is your Department doing sending 
kids like you to places like this? You'll have to come on with us if 
there is no-one to meet you". (Flannery, 1988, p. 14) 
Apart from accommodation problems, which on one occasion were as primitive as a 
room with an improvised partition, separating the female teacher's bedroom from 
that of three men (Bonnin, 1988), another detraction was remuneration. This had 
fallen below comparable jobs so that for teachers, 'in a land fit for heroes, ... our 
calling has suffered from the lack of starry eyed devotees imbued with the spirit of 
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sacrifice' ('B.A.S.', 1950, p.21). 
The QTU made deputations to the Minister in an attempt to redress teachers' 
grievances. On the subject of housing, the situation of teachers was compared 
unfavourably with that of bank employees, whilst, in contrast it was pointed out that 
in Victoria houses for teachers were being built at the rate of one per week. It was 
argued that housing should be for all married teachers, not only headteachers for, 'It 
was not right for a teacher to have to ask children if their mother had a room to let' 
(QTJ, 1951, 6, p. 14). The Minister's reply in this instance was that he did not 
believe that the question of accommodation in the outback regions of the State 
prevented teachers from going there. Unsympathetically, he expressed the view that 
the position had to be faced that it was necessary for someone to go out there and 
teach children. Such was the teacher's duty because, 'It was from the outback areas 
that we obtained the wherewithals [sic] to live' (ibid.). This was in keeping with the 
sentiment that the 'man on the land' was the tme Queenslander (Connors, 1984). 
However to perform this service, not only did teachers have to compete for a room 
in outback hotels, boarding houses, and farms, but they also had to live in 
substandard conditions without amenities considered necessary by the majority of the 
population. 
General malaise 
Professionalism of teachers was a vexed question which was oft debated in 
the 'fifties and 'sixties. It was conceded that, 'Teaching will never be one of the 
higher paid of the professions and no amount of talk about militant unionism will 
alter that fact' (QTJ, 1950, 8, p.l). However it was also argued that, 'This does not 
mean, of course, that the status of the teacher cannot be raised considerably'(ibid.). 
It was considered that something needed to be done to make 'training' more 
academic. With increased growth in the secondary sector, it was claimed that 
secondary teaching was different enough to warrant special training based on 
'examination of the methods of training teachers for Secondary School work ... in 
other States of the Commonwealth and in New Zealand' (QTJ, 8, 1950, p.l l) . 
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Schonell, the first professor of education at the University of Queensland, at 
the same time was putting forward plans for the Faculty of Education to present a 
graduate course in education. In a deputation to the Director-General, the QTU 
(QTJ, 1950, p.ll) argued that the transfer of training of secondary teachers to the 
Faculty of Education at the University in the form of a post-graduate course could 
well disadvantage those whose career paths made them ineligible (i.e. those who had 
come into the service at the Junior Public Examination level would not likely be able 
to get a degree). Schonell explained that the Bachelor of Education, a post-graduate 
degree, was offered to part-time and extemal students, thereby opening up the 
possibility of distance education for teachers at degree level (QTJ, 1950, 9, p.7). 
Despite all the problems with staffing, because the language of govemment 
did not include that of equal opportunity for women, it was acceptable to argue, 
without elaboration or explanation, that, 'Many married women who returned to the 
teaching service during the war years relinquished their teaching positions after the 
end of hostilities' (Report of the Secretary for Public Instmction for 1945, 1946, 
p.ll). As Miller and Rose (1990, p.7) point out, 'Language ... provides a 
mechanism for rendering reality amenable to certain kinds of action', so that in 
order for gender equity to become an issue a particular political rationality was 
needed to make change possible. The expressed attitude to married women teachers 
was firstly that of their taking jobs from men and unmarried women. This attitude 
gradually changed to be couched in language about 'injustices' to women teachers 
(Clarke, 1985, p.39). Female teachers were not accorded equal value to males, and 
married women to their cost were relegated to positions where they could be called 
on only in an emergency. Practices of unequal pay, employment and promotion 
conditions relegated women to a subordinate position, despite the fact that women 
teachers in the years 1945-1964 made up almost 45 per cent of the teaching service 
in which they were regarded as 'intelligent and very successful teachers' (Clarke, 
1985, p.49). The inequitable situation for women was apparent to Butts (1955) 
when he commented on the 'inferior' position of women. It was not until 1967 that 
change was phased in to give equal pay to women teachers (Spaull and Sullivan, 
1989, p.280). 
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Govemmental strategies need to be loose and flexible enough to cope with 
change (Miller and Rose, 1990); this assertion was evident in the stop-gap practices 
deployed to cope with staffing shortages. For instance, it became common for 
retired men and women either to come back from retirement or to carry on their 
work unintermpted when the age limit was reached. Married women teachers with 
husbands who were living and gainfully employed, were re-employed in large 
numbers to make up the deficit of new recmits. These women were often employed 
at the beginning of the school year and "sacked" at its end. Nevertheless, this 
practice produced a saying which had a cynical ring to it: '"Women's place is in the 
home after school"' ('Vigilate', 1950d, p. 19). The conservatism of the QTU on the 
issue of married women was evident in the idea that their presence, along with 
retired teachers, diluted the service ('Vigilate', 1952a, p. 13). There was an 
awareness also that with the feminization of teaching, women who were forced to 
resign on marriage could well become part of the disaffected body of teachers 
'whose professional attitudes are unlikely to be sound' (Brown, 1952, p. 16). 
The teacher shortage continued because teaching failed to attract recruits in 
sufficient numbers to keep up with expansion of pupil numbers. The 
unattractiveness of teaching as a job prospect was expressed thus: 'Teaching ... has 
ceased to become a calling: it has become an ordeal' (QTJ, 1951, 6, p.2). It was 
thought that, of eighteen year old school leavers: 
Some have their hearts set on other callings and would not teach 
under any circumstances, but there are many who could and would 
teach brilliantly if teaching offered them the satisfaction presently to 
be found in other vocations such as medicine, law, architecture and 
engineering. (QTJ, 1964, 3, p.l) 
Reasons for this were attributed to lack of job satisfaction, the 'sense of achievement 
in work done', low public esteem, and relatively low salary. Above all teachers 
wanted to be 'regarded as a person and not as a chattel' (QTJ, 1964, 3, p.l). 
Practices of the Department such as not answering teachers' letters, not giving 
attention to requests and claims, and the transfer system which caused personal 
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financial cost at short notice made teaching an unenviable job. In the 'fifties there 
was a definite undertone of distmst in the Department which indicated collusion, as 
evidenced in the explicit allegations of the QTU that interference with transfer was a 
common practice through the influence of 'priests, parsons and politicians' (QTJ, 
1952, 2, p.l). A shift in the attitude by the Department is apparent in 1958, when 
the Minister, Pizzey, at the graduation ceremony of the Teachers' Training College, 
stated: 
I want teachers to feel that the department is their friend. I do not 
think I felt that when I was a teacher. But if teachers feel that 
injustice has been done I want them to put their case to the head 
teacher or inspector or senior departmental officer. (CM, 1958, 
December 10, p.3). 
By the 'sixties, the problems associated with teaching and education were so 
compounded that there was no quick solution to meet the needs of the rapidly 
expanding system, but without sufficient qualified staff in schools there could only 
be a token attempt at real education (Clark, 1964, p.244). Excuses such as 'men and 
materials are not available' were continually used right up to 1964 and beyond, 
although they had not been considered acceptable by the QTU even in the 'fifties 
(see QTJ, 1951, 6, p.2; Thomson, 1952b, p. 12). Thus when the 1964 'revolution' in 
Queensland education' (QTJ, 1964, 2, p.l) occurred, the outcomes were disastrous 
in terms of population management. 
So acute was the problem of school accommodation that some permanent 
buildings were only having foundations put down when the pupils, who were to 
occupy them at the beginning of the school year, arrived to enrol (QTJ, 1964, 2, 
p.l). Buildings were not the only physical things lacking, since fumiture in some 
cases was not provided or was of the wrong kind (ibid.). Basic equipment such as 
blackboard compasses, blackboard mlers, maps, globes, science equipment, as well 
as textbooks were also missing. Adding to the chaos, temporary classrooms 
cluttered up the space of shaded areas where children could normally shelter from 
the heat (ibid., p.2). As late as 1975 schools had only recently begun to recover 
from the overcrowding of the post-war years (Supplement to EOG, 1975, p.3). 
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Whilst govemmentality 'is etemally optimistic, govemment is a congenitally 
failing operation' (Miller and Rose, 1990, p. 10). The "tmth" of this assertion was 
apparent in the 'simmering discontent among teachers during the 1950s [which] 
generated a swirling current of unrest in the 1960s' (Spaull and Sullivan, 1989, 
p.261). Johnson, a member of parliament, announced in 1962 that 'it is apparent 
the hull of the great ship of education is leaking very badly, and is receiving no 
repair' (QTJ, 1962, 5, p. 122). Considerable hope was placed in Pizzey as the 
Education Minister in the new conservative Nicklin Govemment in 1957, but the 
promise remained largely unfulfilled since the new State govemment faced with the 
same situation as the former, declined to make amends until administratively it was 
forced to do so. 
As has been shown thus far in this Chapter, schooling practices in 
Queensland from 1945-1964 were largely determined by difficult physical 
conditions. The next section focuses on surveillance in the educational bureaucracy 
as a monitoring device, and whilst this surveillance operated at all levels and in 
many situations (e.g. in the playground and classroom, as has already been 
discussed), in this instance the theory of the panopticon will be firstly explained and 
then specifically applied to the inspectorate. 
The Panopticon Effect 
By the beginning of the nineteenth century, a 'gaze' which embodied 
mechanisms of hierarchy, surveillance, observation and recording was part of the 
disciplinary apparatus of govemment. In the psychiatric asylum, the penitentiary, 
the reformatory, the school and the hospital, the constant surveillance of modem 
power regularized and routinized practices, constituting a new discipline of norms 
and behaviour (Foucault, 1977). As an example of how power operates, but not the 
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essence of power itself, Foucault explains the disciplinary mechanism of modem 
surveillance through the illustration of Bentham's architectural model which was 'a 
formula exactly the opposite of monarchical power' (Foucault, 1980b, p. 155). The 
principle on which the panopticon was based included an annular building at the 
periphery and a tower in the centre. The unidirectional, synoptic and individualizing 
gaze from the supervisor's tower made each 'actor' constantly visible so that the 
major effect of the panopticon was to 'induce in the inmate a state of conscious and 
permanent visibility that assures the automatic functioning of power' (Foucault, 
1977, p.201). Thus the prisoner was to become 'the warden of the self (Tyler, 
1993, p.46), that is to say a self-goveming individual. This occurs when, subjected 
to a field of visibility and being aware of the situation, individuals accept 
responsibility for the constraints of power so that they become the principle of their 
own subjection (Foucault, cited in Gore, 1991, pp.6-7). 
Foucault viewed the panopticon as a generalised mechanism of power spread 
throughout the social body (1977, p.207). Surveillance makes power more 
economic and more effective, not for power itself but to strengthen the social forces, 
for example, to spread education (ibid., p.208). Thus the principle of the panopticon 
can be used to analyse how disciplinary power was exercised in the pastoral 
bureaucracy through techniques of surveillance. For instance, there is the 
surveillance exercised by the Director-General over teachers, that of teachers over 
students, of students over their peers in times of teacher absence, of the Minister 
over the QTU, that of the Director-General over the inspectorate, etc. This 
surveillance over the entire school population should not be interpreted as merely an 
instance of the sovereign power of the state, but rather as the operations of 
govemment where the exercise of power is supervised by society through 
disciplinary mechanisms in capillary forms. Because the population of the specific 
apparatus of schooling was a concem of govemment, the gaze was deployed through 
procedures, strategies and tactics manifest in practices. In terms of governmentality, 
education had to be managed and regulated in the state's interests. 
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The inspectorate and the panopticon 
The inspectorate was well placed to carry out hierarchical observation of 
educational and schooling practices. The gaze invested in the inspectorate had wide 
ranging territorial powers, which included corrective measures to be applied to 
headteachers, teachers, students and the community. The annual report on a school 
required the inspector to fumish information on the following: 'General' which 
included statistical information about the physical placement of schools; 'Material 
Organization' which embraced both efficiency and sufficiency of resources; 'Intemal 
Organization' which again dealt with efficiency, this time in relation to staff and 
student classification; 'Instmction' which was concemed with pedagogical issues; 
'School Committees' which alluded to community relations in a very non-specific 
way; and 'Other general observations upon the effectiveness or ineffectiveness of 
special developments remarked during the year' (Regulations, 1934, pp. 125-126). 
The overall emphasis was on efficiency in management which could be 
calculated and recorded. Therefore the job of the inspector was very much one of 
an all-seeing, all-knowing observer and evaluator. As such, this figure was most 
feared as the occupant of the central tower because of his/her power to reward and 
to punish. Inspectors would travel throughout the State to visit every school on an 
annual basis. If time permitted more than one visit could take place, perhaps in the 
form of a short, incidental visit (Regulations, 1934, p. 123). This arrangement was 
consistent with a strong element of chance which was built into the function of the 
panopticon as a 'design of subtle coercion' (Foucault, 1977, p.209) from which the 
effect was one of self-regulation in order to cope with chance. For many years in 
Queensland the inspector arrived without official waming, since it was laid down in 
the Regulations that, 'He [sic] shall not give to teachers or others information from 
which the time of any ordinary visit of inspection may be known' (1934, p. 126). 
However, the "grapevine" of communication at the local level was pretty efficient: 
They saw the Inspector arrive on the train, and they notified the 
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family where I lived. Fortunately we had the phone on, so I got the 
message that he was in the district. They did not know just where he 
was going and of course if I went they would not be able to let me 
know, but, "Be forewamed," they said. (McDonald, 1988, p.29) 
Inspectors used the same tests and measures to inspect teachers and their 
students throughout the State, thereby in panopticon mode, producing 'homogeneous 
effects of power' (Foucault, 1977). The inspector was an overseer of the system in 
that: 
Everything connected with the school or the premises or the teachers 
is within the scope of his [sic] inspection. In dealing with schools and 
teachers, he shall be guided by these Instmctions, the Regulations of 
the Department, the General Instmction for the Guidance of Teachers 
and Others, the Appendices to the Regulations; and the official notices 
in the Education Office Gazette; and he shall take notice of and point 
out to the head teacher and report to the Director any breach of the 
mles. (Regulations, 1934, pp. 126-127) 
The inspectorate was thus involved in the govemment of people and things, a 
situation which illustrates Foucault's notion of govemment having to do with 'a sort 
of complex composed of men [sic] and things' (Foucault, 1991b, p.93). As a tactic 
of govemmentality, the panopticon effect of the inspectorate was to make the school 
system efficient and therefore productive in the logic of this particular regime of 
tmth in which students and teachers needed to be studied, trained and disciplined 
and where schooling practices were to be regularized, routinized and normalized. It 
is this function of govemmentality which concems Foucault since 'individualization' 
and 'totalization' are coupled in this kind of 'secular, political pastorate' (ibid., p.8). 
Thus the school in its entirety was not only regulated but self-regulated by 
the gaze of the inspectorate. In the 'fifties there were nineteen inspectors in 
Queensland, but as it has been noted, it did not matter which one of them made a 
particular inspection because all were functionaries of govemment and through the 
mechanism of the panopticon 'dissymmetry, disequilibrium and difference' were 
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assured (Foucault, 1977, p.202). By using disciplinary tactics of 
gratification/punishment, teachers subjected their pupils to a system in which they 
were required to produce the "right" answers. Because the inspector's report was to 
be 'fumished in regard to the proficiency and progress of all the pupils' 
(Regulations, 1934, p. 120), teachers taught and head teachers examined what they 
thought the inspector would be looking for. This was not to be done by force, a 
point which Foucault (1991b) is especially adamant about in his explanation of 
govemmentality, but it occurred through the image of the inspector on the rampage. 
The Regulations instmcted inspectors to take note of the treatment of children in 
terms of 'the govemment of the school' and 'govemment' of pupils' behaviour 
(ibid., p. 120). The meaning of govemment was akin to the Foucaultian 
understanding, apparent in the following questions which were to be addressed by 
the inspector: 
Is the physical training of the pupils of such a character as will tend to 
develop their bodies and minds in the best possible way? Are the 
pupils being trained by precept and example to be tmthful, 
honourable, and self-reliant citizens? Are they leaming at school their 
first lessons in social co-operation, benevolence, public spirit, and 
patriotism? Are they actively attentive under instmction and orderly 
in their conduct and movements? Does a spirit of eamestness pervade 
the work of the school? Are the pupils acquiring habits of prompt 
obedience, regularity, punctuality, and neatness? Is care being taken 
to mould their manners? Is the govemment of a repressive, coercive 
character; or is it kindly, encouraging, and stimulative? Are hard 
measures resorted to in extreme cases of bad conduct only? 
(Regulations, 1934, p. 120) 
Along with the aims to improve the population and the individual, government 
operated in a consistent and calculated way on the behaviour and aspirations of the 
individual in the way which Rose (1990) describes. However, it is evident that a 
strongly corrective element was supposed to operate through non-coercive practices 
so that the school child could be fashioned into the good citizen. It can also be seen 
that state schooling was 'organised around a complex of bureaucratic technique and 
pastoral discipline' (Hunter, 1993, p.276), a situation which accounts for 
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contradictions in the pastoral bureaucracy evident in Queensland's inspection 
program. 
The 'yellow card' 
It must be acknowledged at this point that inspectors themselves were also 
surveilled by the very nature of their govemmental role. Professor A.K. Thomson, 
addressing the QTU Conference in 1963 (QTJ, 1963, p. 137), gave some thought to 
the lives of inspectors who subjected each school to a detailed examination but who 
themselves worked under appalling conditions of travelling vast distances by train, 
because the Department would not permit air travel, albeit at a time when 'every 
peanut salesman has a car'. Although the inspector was elevated above the rank and 
file of teachers and headteachers, he/she as a functionary of govemment was 
accountable to the Director-General. For instance, the inspector had to submit a 
general outline of his/her annual programme of inspection plans at the beginning of 
each year, advising the Director-General of his/her movements. Weekly diaries 
were also to be kept, but were not sufficient "evidence" in themselves, because it 
was deemed necessary that; 
he [sic] shall notify by wire to the Director his arrival at outlying 
towns (Burketown, Camooweal, Hebel and the like), the probable 
period of his stay, and the place he will next visit. (Regulations, 
1934, p. 126) 
Additionally, detailed annual reports had to be compiled to be included as part of the 
official Report to Parliament. 
It was estimated that each inspector had to inspect 100 schools, 250 teachers, 
and 5,550 pupils in the forty weeks of the school year, necessitating extensive 
reporting of individual teachers on 250 'yellow cards' (QTJ, 1950, 5, p.l). 
Inspectors maintained strained relations with teachers since they were figures who 
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were generally despised due to the disciplinary nature of their work. As a direct 
result of the relationship of the inspector and those inspected, 'pupils and teachers 
[were] reduced to the one common denominator, as victims' (QTJ, 1951, 2, p. 12). 
In the immediate post-war years, practices of inspection increasingly came under 
attack as being archaic, with the QTJ linking it with factory inspection (1950, 5, 
p.l). After more than thirty years of yellow cards, the inspectoral system was 
identified as a major source of teacher dissatisfaction in Queensland. The assessment 
commonly known as the 'card' exercised a 'subtle tyranny in the school' ('Vigilate', 
1949b, p. 6), the abolition of which had been a target of QTU policy since 1944 
(Spaull and Sullivan, 1989, p.231). The effect of the power of the 'yellow card' to 
inscribe difference is apparent below: 
My head teacher has handed me, in silence, his summing up of my 
industry and discipline; the assessor, also in silence, has arrived at his 
estimate of my teaching ability; the post-man has dropped the missive 
in the school letter-box, whistled once, and quietly rode away; and the 
head teacher has handed to me amid an atmosphere of tomb-like 
profundity, the little yellow oblong, blank side upward, preserving the 
secrecy inviolate in this way that the uninitiated and profane may not 
even inadvertently get a peek at what was written thereon - and we 
want youths and maidens to choose teaching as a career! ('Vigilate', 
1949b, p.6) 
This report card had two functions: it determined whether a teacher was 
ehgible for promotion in the classification scheme and it decided if a teacher should 
be promoted to a "special position" within the service. Teachers were evaluated 
under the headings of 'teaching ability', 'discipline' and 'industry' (which were not 
mutually exclusive) with the additional heading 'administrative ability' for 
headteachers. In decision making about what was recorded on yellow cards, there 
were two arbiters in the panopticon - the head teacher and the inspector, the former 
sitting in judgement on the teacher for one year whilst the latter made his assessment 
after a short visit of a couple of days. The practice of inspection allowed a 'selected 
group of men [sic] the power to determine a teacher's "station in the file"' at central 
office ('Vigilate', 1949b, p.6). The information recorded on these files comprised a 
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dossier on each teacher, thereby exemplifying a source of knowledge which could be 
used in power relations between employer and employee. 
Such was the antipathy for the inspectoral assessment system that, in 1950, a 
deputation was made to the Minister, Devries, from members of the QTU (QTJ, 
1951, 7, p.2). The QTU proposed that a committee be set up to investigate 
inspection, holding this resolution to be very important because, 'there was no one 
factor in the Service which caused so much dissatisfaction and discontent as the 
method of inspection and promotion of teachers' (ibid.). Additionally, it was 
argued, that it was in the area of practices, that is to say, curriculum 
implementation, that there needed to be urgent changes in inspection methods if the 
spirit of the Syllabus was to be effectively implemented (QTJ, 1950, 5, p.l). 
There were well articulated reasons why teachers thought that such 
observation and assessment were unfair and unjust. The subjective nature of 
deciding on a category (which would later be translated into a single numeral), by 
any one inspector led to concems about the standardisation of marks: 
Taking Inspector X who gave 8.5 to Mr. A. and Inspector Y whose 
highest mark might be 9 - was there any way in which it could be said 
that the 8.5 which Inspector X gave ... was similar to 8.5 given by 
Inspector Y? The variations in inspectors' standards, fixed 
permanently in numerals, made the assessment of teachers unfair. 
(QTJ, 1950, 7, p.3) 
For promotion to a special position the yellow cards for the previous five years had 
to be aggregated. This meant that 'a half mark could mean the loss of promotion at 
the beginning of his [sic] career, and could easily affect the whole of his teaching 
life' (QTJ, 1950, 7, p.3). The Union argued for promotions to be based on such 
considerations as aptitudes possessed by a teacher, length of service, classification, 
and length of service in uncongenial places, a system which approximates the 
seniority model (Yeatman, 1990). It was argued that even the type of school, the 
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home backgrounds of pupils and their 'mentality' should be taken into account (QTJ, 
1950, 7, p.4). 
Why change practices? 
Teachers wanted the calculation to be more personal as an individualised 
assessment, and less normative. Instead of the yellow card as the source of 
inscribed categories of normative assessment, the QTU suggested individual reports 
in essay form, written by the inspector but processed by a senior officer in the Head 
Office, privileging qualitative assessment over quantitative means. It seems that 
teachers wanted the gaze to describe what it saw rather than to merely rank the 
performance in its power as 'an efficient technique for distributing individuals, 
knowing them, ordering them along a graded scale' (Dreyfus and Rabinow, 1982, 
p. 193). Teachers were battling against the typical calculatory nature of govemment 
where statistical information is used to render the domain to be govemed stable, and 
therefore amenable to treatment. 
The QTU also sought to change the role of the inspector since although s/he 
was supposed to act both as 'an adviser and an assessor, ... little was heard of the 
advisory function' (QTJ, 1950, 7, p.3). Teachers were too nervous since, 'Under 
the eye of an inspector teachers are far from their best' (QTJ, 1950, 8, p. 18). Both 
the public and teachers saw in the inspector one alert to catch the defaulter rather 
than one eager to help the conscientious (QTJ, 1951, 7, p.6). The practice of 
'examining the teacher along with the pupils of his [sic] class' was described as 
'pernicious', 'unjust' and 'poisonous' ('Vigilate', 1950d, p. 19). It was argued that 
inspectors as successful experienced teachers could be helpful to teachers, especially 
those in mral areas, if the relationship were to change. Ideally the job of the 
inspectorate should be to assist, supervise and inspire rather than merely to probe 
and to inspect (ibid.). 
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In 1951, a committee representing the Department, the inspectorate and the 
QTU was set up to consider the related issues of inspection and teacher promotion 
(QTJ, 1951, 7, p.5) because. 
equality of opportunity over the years became synonymous with equal 
opportunity of pleasing an inspector, and where one man [sic] aims 
solely at pleasing another man it is unlikely that initiative, individual 
enterprise, and a sense of responsibility will flourish. It is impossible 
to conform and to reform at the same time. (QTJ, 1951, 7, p.6) 
By conforming to the demands of the inspection, teachers were not placed to be 
reformers of the system for 'Queensland teachers are not, in the main, engaged in 
the work of education; they are engaged in getting good Yellow Cards' (QTJ, 1950, 
5, 1). In October, 1951 the Minister, Devries, in a radio broadcast discussed the 
problem of inspection and the reforms which stemmed from the work of the 
committee (QTJ, 1951, 9, pp.9-11). He spoke of the 'policing' aspect of the 
inspectorate and how this could be transformed into an advisory role, showing 
teachers 'how they should do their job' (ibid.). It was the latter aim which 
resembles Donzelot's use of 'policing' which aims to 'make everything that 
composes the state serve to strengthen and increase its power, and likewise serve 
public welfare' (Donzelot, 1979a, p.7). This aim, although it was still disciplinary 
and corrective, is compatible with the project of govemmentality. The inspector was 
positioned as an instmment of govemment rather than as a form of sovereign power. 
After the yellow card had been abandoned, the role of the inspectorate still 
remained largely unchanged as 'educational policemen' (Devries, 1951, p.9). 
Outmoded and unpopular programs of govemment are subsequently replaced by 
others. Whilst there is usually accompanying optimism that the new program will 
right the wrongs of the former, this in unlikely (Miller and Rose, 1990, p.4). 
Political rationalities are not so easily modified or changed. Thus, the inspectoral 
gaze was still required and continued to be a destabilising force throughout the time 
under analysis and was not reformed in any substantial way until 1971. 
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Conclusion 
This Chapter has elaborated the concepts of govemment and governmentality 
and applied them to the research data. At first glance the discourse appeared to 
speak only of the operation of top-down repressive power in terms of the 
Department over headteachers, teachers and pupils. Indeed a liberal and/or Marxist 
analysis could well have established the state as a sovereign power which determined 
the workings of the Department and its functionaries, the inspectorate. However a 
closer look reveals the pre-eminence of govemment in the exercise of power in the 
institution of education where procedures, calculations and tactics targeted the 
population of schools (teachers and pupils), because the school as a governmental 
apparatus was a disciplinary means of securing what was in the State's interests. 
However, just as Foucault concedes that people still think of power in terms of 
sovereignty of the state, teachers in the period 1945-1964 certainly viewed the 
Department and the inspectorate with all the fear, trepidation and distmst that goes 
with such a relationship. Yet this Chapter has demonstrated, by a close 
interpretation of historical evidence, that it was the practices of govemment which 
defined the limits of the state so that the Department became a particular form of 
govemment. 
The educational bureaucracy was likened to that of a 'ship' and whilst it was 
important to place this 'ship' in its historical context by referring to its structure, the 
main thmst of the Chapter was about practices. Practices of space, architecture and 
time as well as those which affected the 'crew' and 'passengers' have been discussed 
for the way they were conducive to govemment and also for the way they limited 
education. This situation worked against the state's best interests and certainly 
against those of its youth. Despite Foucault's objection to the use of explanations 
which centre on pragmatics, this Chapter has shown that they did play a part which 
cannot be ignored. Whilst practices must be examined in their own logic, in the 
case of Queensland's state schooling system, pragmatic decisions impinged on 
practices, and therefore must also be included in any analysis. These help make up 
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the historical contingencies which have formed the pastoral bureaucracy in 
Queensland. Overall, it can be seen that 'a convenient position' was taken in the 
goveming of the education 'ship' and whilst this is compatible with govemment, it 
also takes account of the economic and political. 
The notion of the panopticon is important to a study of a centralised 
education system since surveillance and monitoring were necessary to the efficient 
operation. This kind of power was exercised throughout the system, but in this 
Chapter the panopticon as an example of power is applied specifically to the 
inspectorate. In that context, the inspectorate was a govemmental technology for 
assuring difference which worked in calculated ways on the population of schools 
and not simply a sovereign power of repression. 
It has been shown that the use of 'govemment' in the Regulations 
approximates the Foucaultian understanding of the term, albeit that the corrective 
element was more pronounced. Additionally, the ship metaphor which Foucault uses 
to describe the activity and nature of govemment is often used in the discourse to 
refer to the centralized educational institution in Queensland. Both uses of language 
and vocabulary convey meaning which underlines the compatibility of Foucault's 
theory of govemment to this particular analysis. 
The next Chapter analyses a specific technology of government in 
Queensland education which is the State Scholarship Examination. This makes a 
move from concems of govemment of the "people and things" to a particular 
technique of govemment which was deployed for almost a century. Whilst this 
Chapter has mainly been concemed with the whole population of schools as the 
terrain of govemment. Chapter 3 places more emphasis on the individual in terms of 
power/knowledge and the production of scholastic identity. 
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Chapter 3 
'THIS SLENDER TECHNIQUE' 
Scholarship Examination 
How quiet it is! How motionless they sit! 
It seems, the eager tide of pulsing life 
That, not ten minutes since, had swarmed the grounds 
Had been dried up by some abnormal drought, 
A pestilence brought down by the loud boom. 
The brassy tolling of the deep voiced bell 
That summoned them to gather in the room 
Where, for two hours, they toil with hand and brain 
To gain a pass-port to a wider world 
Of knowledge found in books and pedantry. 
A deep-voiced stroke of yet another bell! 
Pens seized, heads down. Two little hours! How short 
A time to test the knowledge gained through years 
Since, nervously, or confident, this child. 
An infant, scarcely five years old, put forth 
His [sic] little barque on Leaming's choppy sea. 
The clock ticks on. In concentration deep 
The heads are bowed. The Pen of Fate writes on. 
Mapping its wielder's course and destiny. 
Ten minutes more. A few write feverishly, 
Running a losing race 'gainst ruthless Time. 
Five minutes now. Papers are bundled up. 
Pins placed precisely, all ship-shape and trim. 
The bell again! Impatient stirring while 
The supervisors call the numbers. Then 
The tide of Life flows back. Exchanged comments. 
'Like it?' 'No, rotten!' 'Good!' 'Oh! not too bad!' 
A clatter down the stairs. Whoops loud and wild 
As 'Candidate' gives way again to 'Child'. 
(an excerpt from a poem by G.C. 
McMinn, 1953, p.20) 
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Introduction 
The excerpt from the above poem tells something of the powerful effects of a 
particular examination, the State Scholarship Examination in Queensland. This 
Chapter traces the emergence of the Scholarship, its transformations and its final 
discontinuity. The line of descent extends over a period of a century, but the area 
of intense investigation is from 1945 to 1964, since this was a time of continuity 
marked by discontinuities at its beginning and end. Post-war reconstmction planning 
positioned the Scholarship as an impediment, a feeling which intensified and which 
was resolved by its abolition in 1962. The Education Act of 1964 is shown to be a 
tactic of govemment in the form of legislation which opened up a new period of 
educational participation in Queensland. 
The emphasis in this Chapter is on the concept of power/knowledge because 
it is central to an understanding of the disciplinary power of the 'examination' 
(Foucault, 1977, pp. 184-192). Power/knowledge, whilst seemingly a utilitarian 
relationship, is an important aspect of govemmentality. The Scholarship, through its 
effects of hierarchical observation in panopticon mode, govemed school populations, 
school administration, curricula and pedagogy. Also as an instmment of 
power/knowledge, the Scholarship as a normalization technique effectively 
differentiated and judged. As a dividing practice, it produced individuality which 
could be calculated as scholastic identity. 
The Scholarship will be discussed for its role in making possible conditions 
which set up and maintained a model of secondary education which required an 
entrance examination. Its survival in the face of considerable resistance depended 
on how long the state could procrastinate in extending secondary education to all. 
Apart from its being a disciplinary technology, the Scholarship will be shown to be a 
political technology used to secure a program of govemment until, in the state's own 
interests and in the interests of individuals, the examination as a selection device was 
removed and all children in Queensland were compulsorily required to proceed from 
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primary to secondary education. 
In its Own Logic 
The examination in 'all its visible brilliance' is a focal point of 'power 
relations that make it possible to extract and constitute knowledge' (Foucault, 1977, 
p. 185). It is a particular and special 'micro-technology' which in Foucault's words 
combines 'the ceremony of power and the form of experiment, the deployment of 
force and the establishment of tmth' (ibid., 1977, p. 184). The written material of 
this highly ritualised discipline facilitates the generation of 'a "history" of each 
student' and also the classification of 'students en masse into categories and 
eventually into "populations" with norms' (Hoskin, 1979, p. 137). It is this 
'formalization of the individual within power relations' and the manner in which an 
individual is 'described, judged, measured, compared with others, in his [sic] very 
individuality' which places the examination as a power/knowledge technology 'at the 
centre of the procedures that constitute the individual as effect and object of power, 
as effect and object of knowledge' (Foucault, 1977, p. 192). 
It is significant that the disciplinary effect of the examination 'introduces 
individuality into the field of documentation' because schooling 'had to define the 
aptitude of each individual, situate his [sic] level and his abilities, [and] indicate the 
possible use that might be made of them' (Foucault, 1977, p. 189). In short: 
It locates each of us in a place in society and in effect produces a 
social reality made up of a population of disciplined, objectively 
defined individuals. (Hoskin, 1982, p.214) 
It is this disciplinary technique, used as a dividing practice, which produces 
scholastic identity on an individual basis. 
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The examination as a 'tiny operational schema' extends from 'psychiatry to 
pedagogy, from the diagnosis of diseases to the hiring of labour' in its widespread 
application (Foucault, 1977, p. 185). Acknowledging both the technical nature of 
'this slender technique' and the pervasiveness of its usage, Foucault calls for the 
examination to be given the attention it deserves. His idea of discontinuity allows 
this formerly taken-for-granted, mundane technology to have its own history 
documented, by asking: 
But who will write the more general, more fluid, but also more determinant 
history of the 'examination' - its rituals, its methods, its characters and their 
roles, its play of questions and answers, its systems of marking and 
classification? For in this slender technique are to be found a whole domain 
of knowledge, a whole type of power. (Foucault, 1977, p. 185) 
MacLeod (1982) has edited a collection of histories of examinations which can be 
considered as a response to Foucault's plea, and which begins thus: 'Public 
examinations were one of the great discoveries of nineteenth century Englishmen 
[sic]' (Roach, cited by Macleod, 1982, p.l). According to MacLeod, the 
examination initially had a strong appeal by exhibiting a reliability which was 
'unshakeable'. However, by the 1870s many disadvantages were becoming clear so 
that by the mid-1880s, a strong and widely supported reaction had arisen against 
examinations for their detrimental effects on the individual, on pedagogy and on 
curricula (MacLeod, 1982). 
The institutionalization of written examinations historically went hand in hand 
with the development of rational bureaucratic industrial society (MacLeod, 1982, 
p. 19). It was through examination practices which emerged in prisons, hospitals, 
asylums, workshops and schools, that it became possible in the last two centuries to 
single out the individual for individualised treatment (Jones, 1990, p.81). This 
marked a shift in the nature of power which is characteristic of modemity because 
the simple techniques of disciplinary power constituted a 'qualitatively new form of 
control' which was dependent upon 'simple techniques' of disciplinary power 
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(Hoskin, 1982, p.214). Because disciplinary power is invisible, it is markedly 
different from the earlier, visible forms of power associated with sovereignty (ibid.). 
Techniques of disciplinary power 'coalesce' in the modem technique of the 
examination (Hoskin, 1982, p.214). As a means by which disciplinary power (e.g. 
the examination) became possible, the human sciences developed technologies of 
intervention based on "scientific" research in which statistical calculations led to 
categorisation in the form of 'moral statistics' that constituted new forms of social 
investigation and political calculation (Hunter, 1988, p.53). In the case of 
schooling, 'the will to know the number of primary school pupils, their enrolments, 
their percentage of this and that, [and] their spatial distribution' provided 'useless' 
information (Hoskin, 1982, p.287), but at the same time marked the 'subversive' 
element of classification of people in groups (Hacking, 1982, p.289). This 
information constituted a key means of individualization, whereby individuals who 
deviated from the norm could be treated, regulated and normalized. 
Hoskin (1982) and Hoskin and Macve (1986) trace the history of the 
examination in the areas of 'schooled science' and accounting respectively. Hoskin 
argues that the modem written examination is one of the most significant 
transformations in the history of educational practice. He asserts that the modem 
form of the examination embodies the emergence of rational schooling (1982, 
p.213). The advent of mass schooling in Westem democracies provided a valuable 
research site for such activity because the popular classroom yielded 'a uniform set 
of norms, both social and numerical' which made 'individual difference thinkable in 
new ways', since the 
socially-administered regimes of the popular classroom provided the 
normative framework of medical/statistical observation, making it possible to 
observe the frequency of particular traits and capacities amongst a population 
and an age group - capacities which were dependent on the particular 
conditions of social existence within the popular classroom. (Meredyth, 
1992a, p. 12) 
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As a specific technology of the body, the examination provided a means of tapping 
the potential productivity of schools. The examination, as an exemplar of the kind of 
surveillance used to observe a population, rendered pupils more knowable as 
individuals and thereby shored up the efficiency of the institution. Schooling 
practices which embodied the examination were central to the success of this gaze, 
since 
surveillance, defined and regulated, is inscribed at the heart of the 
practice of teaching, not as an addition or adjacent part, but as the 
mechanism that is inherent to it and which increases its efficiency. 
(Foucault, 1977, p. 176) 
Currently the examination is considered to be 'a central and indispensable 
feature of schooling' (Hoskin, 1979, p. 135) because state schooling is 'deeply and 
irreversibly wedded to the normative assessment and ranking of its population' 
(Hunter, 1993, p.276). MacLeod (1982, p. 19) takes a look into the future and asks 
if this disciplinary technique will be replaced by a 'new social definition of 
"results"' so that the criteria for rewards in society might not be determined in 
childhood and adolescence through schooling practices of the examination, but rather 
'in the acquisition and performance of skills throughout life; measured not in days of 
judgement, but in years of opportunity'. Whilst this hope at present seems overly 
optimistic, it is by analysis of an examination/examinations of the past that the 
present can be better critiqued and the future more reliably fore-told. To do this the 
emergence of the examination and its transformations warrant attention, following 
Foucault's lead in Discipline and Punish (1977) where, in a general thesis, he 
investigates the examination as a disciplinary technique in modem power relations. 
The Scholarship as an extemal examination had an enormous effect on 
educational practice and on individuals in Queensland for almost a century. In 
1946, when educators were becoming increasingly angry about its effects on 
education, a writer in the QTJ described the advent of the examination, in the light 
of his/her experience with the Scholarship, as 'one of the deadly diseases of modem 
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civilization' ('Green Ant', 1946, p.9). The Scholarship clearly illustrates how the 
examination, through constant surveillance, 'makes possible the control of the 
student though a system of "micro-penalty", the constant good marks and bad' 
(Hoskin, 1982, p.214). 
Other histories of education in Queensland (Wyeth, 1955; Goodman, 1968) 
provide valuable documentation of the centralised system and the role of the 
Scholarship; they do this within the functionalist paradigm. In contrast, it is the 
task of this study to search for clues in the discourse by analysing practices put in 
place as a response to this particular examination. Taking up Foucault's plea, the 
Scholarship is a suitable case for treatment in the documentation of the examination. 
The logic of the regime of tmth in which this examination is located needs to be 
established at this point. 
Colonial Logic 
The Scholarship demonstrates how a limited practice of govemment became a 
fully-blown political technology to manage an entire school population and 
individuals within it. It also controlled pedagogy and curricula. Initially, the 
emergence of this examination needs some brief discussion in order to demonstrate 
its historical contingency in terms of both its discontinuity and continuity. 
The piece of legislation known as the Grammar Schools Act of 1860 provided 
for the emergence of the Scholarship in its earliest form. As an amazingly 
incongmous part of the Education Act of 1860, the Grammar Schools Act provided 
for the establishment of secondary schools with state aid, community subscription 
and pupil fees, thereby catering for a minority of pupils whose families could afford 
what was considered a privilege, namely secondary education (Goodman, 1968, 
p.27). Taking into account the social stmcture in the 1860s, at the time of 
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Separation from New South Wales, Queensland society comprised a 'motley 
assortment of some 28,000 people' (Goodman, 1968, p.l). Not surprisingly, the 
new grammar schools at Ipswich and Brisbane were off to a shaky start, initially 
finding it difficult to get students in sufficient numbers. The Act contained the 
provision for the practice of awarding scholarships on merit and therefore the first 
scholarships stemmed in part from the altmistic notion of "the scholarship ladder to 
success", but were primarily a financial cmtch to sustain the grammar schools. For 
this reason, the 1860 legislation can be seen to be a tactic of government for 
securing what was considered to be in the state's own interests - a secondary 
education for its social elite. 
Through the Education Act of 1860, the Board of General Education was 
given the authority 
to set apart from the funds at their disposal a proportion not exceeding 
five per cent ... for the purpose of granting exhibitions at some or 
other of the Grammar Schools of the Colony to such scholars in any 
Primary Schools as shall have been proved by competitive 
examination to be entitled thereto. (Section 9, cited in Goodman, 
1968, p.73) 
The clause was passed with very little contention (Wyeth, 1955, p.84) except for one 
person who objected to the State's role as a benefactor in making secondary 
education available to academically bright children from the poorer classes because 
he argued that this should be an area for private enterprise (Goodman, 1968, p.73). 
In fact the idea of such scholarships, even in this limited form, was a radical one, in 
so much as it was an extension of meritocracy and was 'so far in advance of any 
other Australian colony or in Great Britain as to provoke questions as to its origin' 
(Goodman, 1968, p.74). Although Goodman locates the idea of scholarships as a 
reflection of the English tradition that there should be some provision for the 
children of the poor to share in the benefits of higher education, he argues that the 
class system largely prevented this and that the idea of the state having to accept 
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some responsibility for poor pupils with ability did not gain support in England until 
the period 1870-1902. According to Greenhalgh (1949c, p. 12), the English Special 
Place Examination for the award of scholarships began in 1893 when the London 
County Council decided to grant scholarships to a minority of the children 
completing their elementary schooling in London each year. 
Although, in philanthropic terms, the use of the examination for reasons of 
meritocracy was considered a 'laudable' scheme (Greenhalgh, 1949c, p. 12), 
acceptance of the practice of granting scholarships was not guaranteed in 
Queensland. Debates and correspondence dealing with the awarding of scholarships 
indicated that many people considered them to be far too numerous and given to 
those undeserving in terms of merit (Goodman, 1968, p.268; Logan and Clarke, 
1984, p.6). For instance, by 1933, sentiments about over-education were expressed 
thus: 
Secondary education is a very good thing, but there is such a thing as 
over-education ... I realize that there is room at the top of the ladder 
for the educated man and woman, but there is only room there for a 
few. We have a very fine system of education in this State, but I 
have seen the difficulty of the State having educated boys and girls 
and then finding it difficult to get them back to the occupations or 
stations in life in which they were reared. That is why I say that too 
much money can be spent on secondary education. (Roberts, cited in 
Goodman, 1968, p.268) 
It is significant, in the light of such beliefs about the role of education in relation to 
social class, that, in the Preamble of the Grammar Schools Act, there is a 
contradiction of this idea in the official text: 
whereas it is expedient for the encouragement of leaming that public 
Grammar Schools should be established in the Colony of Queensland 
for conferring on all classes and denominations of Her Majesty's 
subjects resident in the said Colony without any distinction whatsoever 
the advantages of a regular and liberal course of education, (cited in 
Goodman, 1968, p.28) 
105 
But in effect, this invention of grammar schools in Queensland was quite different 
for it did not democratize schooling, except in the relatively few instances when 
scholarships were awarded. For example, in 1864 the Board of General Education 
gave effect to the provision by granting five scholarships to the value of 20 pounds 
each. Five boys received scholarships in 1865, and seven others in the subsequent 
year (Watkin, in Report of the Minister for Education and Migration for 1961, 1962, 
p. 8). Arrangements for the granting of Scholarships therefore were both limited and 
piecemeal at the emergence of this examination, as it moved from a position of 
'sponsored mobility' to 'contest mobility' (Tumer, 1971, p.71). 
The egalitarian spirit of the rhetoric of the Act was not evidenced in the 
outcome of the first competitive scholarship examination in 1873 either, where, out 
of forty-four candidates, seventeen scholarships were awarded. Later, in 1898, the 
govemment granted 36 scholarships to grammar schools, three-quarters being open 
to boys and one-quarter to girls, tenable during good behaviour and the pleasure of 
parliament for three years (Tyrrell, 1970). This competitive examination was 
formally instituted as the State Scholarship Examination. 
The govemment continued to be very protective of the grammar schools in 
Queensland, warding off attempts to have them nationalized (Tyrrell, 1970; Sullivan, 
1974). Whilst denominational organizations began to set up their own schools, it 
was not until 1900 that the Scholarship was made tenable at these schools. The 
Scholarship secured the grammar schools as the province of a social elite and an 
academic elite in the tradition of the Greater Public Schools (GPS) in England. 
Whilst a perceived contradiction exists in the democratic ideals of Australians in the 
building up of these smaller copies of GPS schools in all States, the power of the 
Anglophile influence on secondary education is evident (Cramer, 1936, p.54). 
In the history of the grammar schools there were dissonant voices, but 
antagonists lost out to supporters of these schools. Such was the general pride in 
them, even in retrospect, that, in 1941, the Labor Premier, Forgan Smith, called on 
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the parliament to acknowledge with appreciation the 'praiseworthy work done by the 
Parliament of 1860 in the launching of the system of national education' which 
included the grammar schools (1941, p. 130). He reiterated, despite the benefit of 
hindsight. Premier Herbert's democratic aim at their inception which was 
to provide for a higher order of instmction of a useful and thoroughly 
practical character by establishing grammar schools easily accessible 
to the colonial youth of all denominations throughout the colony. It 
was desirable that the instmction to be afforded in the grammar 
schools should be afforded at a cheap rate, so that as many as possible 
might avail themselves of it, and that it should be such as would best 
qualify the youth of the colony for discharging the duties that would 
devolve upon them in after life, (cited in Forgan Smith, 1941, p. 130) 
Similarly, a century later in 1961, Director-General Watkin continued to encompass 
the grammar schools in the discourse of democratic education (Report of the 
Minister of Education and Migration, 1961, 1962) in his reference to the state 
subsidy of capital funds and administrative expenses of the grammar schools: 
It is of interest that eight of these schools still survive in Queensland 
and that Govemment financial assistance to them is continued though 
considerably in excess of the original statutory requirements. (1962, 
p.7) 
Reflecting on the logic of the politics of tmth which set up the Scholarship, 
there were some justifiable grounds for the inception of the early practice of this 
examination because it emerged in response to a particular need of the nineteenth 
century in the colony of Queensland, that of an academic secondary education for a 
select group ('Vigilate', 1952c, p. l l) . As a political technology, it could be argued 
that it had discharged its real purpose in a generally satisfactory way until the 
'twenties by which time it had become a matter of bitter political debate with 
constant criticism about its effects (Goodman, 1968, p.275). Yet, the practice of 
the Scholarship was continued long after the initial need had disappeared and 
remained as a dinosaur when compared to selection practices in other Australian 
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States. This technology was deployed as a major obstacle preventing the introduction 
of secondary education for all (ibid., p.279). 
In effect, despite announcements to the contrary, the 1860 legislation had set 
up a system in which inequality of educational opportunity was enshrined in the class 
system. With the passing of time it was freely and even officially acknowledged that 
secondary education in Queensland until the 'fifties was the privilege of the few 
rather than the right of all (Supplement to EOG, 1975, p.4). This kind of inequity 
did not present as a problem in the nineteenth century, because it was in accord with 
the regime of tmth that education past elementary stage should be the prerogative of 
the mling classes only. Considering the background in the emerging society of 
sectarian disagreements, conflict between mral and town interests, and between the 
squatters and the workers, and concems with survival in a harsh environment, the 
idea of secondary education paled into insignificance for most of the colonists. 
Perhaps the evolving character of Queenslanders as 'slow, patient, easy-going in 
most things' made them less inclined to worry about the slow development of 
education, so that: 
Small wonder that it was to take Queensland some fifty years to 
organise a system of secondary education that bore some resemblance 
to the social and occupational stmcture of that society. (Goodman, 
1968, p.25) 
Here Goodman is referring to the fact that it took fifty years from the passing of the 
Grammar Schools Act in 1860 before the state provided free secondary education for 
those who passed the Scholarship by establishing state high schools. Certainly 
Queensland, as a stmggling colony, was not able to afford an extensive application 
of free secondary education privileges (Goodman, 1968). Another consideration was 
that because the infrastmcture for higher education had not been put in place, the 
minority who would venture past primary school needed to demonstrate their 
aptitude. The specific practice of subjecting children to an entrance examination as 
a technical discriminator purportedly on grounds of scholastic identity was powerful 
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enough to allow govemment to procrastinate in its responsibility of education for all, 
whilst fulfilling the State's needs at that particular time. 
Changes in Logic 
Even Queensland, a place with a tradition of administrative conservatism and 
backwardness, could not entirely escape the demands for reform in secondary 
education which arose in part from intemational and interstate examples (Tyrrell, 
1970, p.4). Nineteenth century politics of tmth gave way to those of the twentieth 
century where the political rationalities of 'national efficiency' and 'social efficiency' 
embraced education (McCallum, 1990). Secondary education received its greatest 
impetus when the University of Queensland was established in 1911, because 'the 
university idea made no sense to the Queensland Govemment unless it offered 
opportunities to a wider range of students than the grammar schools provided' 
(Tyrrell, 1970, p.8). In contrast to the provision of grammar school education, 
universal state secondary education followed a slow and circuitous route. In 1910, 
as a 'late-comer' (QTJ, 1946, 7, p.l), state secondary education began as an adjunct 
of the technical colleges, but Queensland did not provide state secondary education 
in high schools until 1912 when they were opened in a number of towns where there 
was no grammar school. The University was the examiner at the levels of the 
Junior and Senior Public Examinations and therefore determined the secondary 
syllabus (QTJ, 1946, 7, p.l; Goodman, 1968, p.242). Because the grammar schools 
provided a model for secondary education, the hegemonic academic curriculum of 
the grammar schools was handed on to state high schools (Connor, 1954b, p.9). 
Commenting on the elitist nature of education, Cusack (1991, p. 114) makes a 
general point that 'the concept of education for an elite dominated the whole 
system'. She refers to incongmities in Australia 'where more of the radical 
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principles of Chartists and Socialists ... were realised in legislation', but at the 
same time the elite concept of education remained unchanged. In fact it was noted 
that the 'main trend of secondary education is to the University ... the courses are in 
the main designed and directed to that end' ('Vigilate', 1953d, p. 17). In agreement, 
Cusack states: 
In primary schools the three Rs were taught because it was becoming 
necessary for the working man [sic] to know them to carry out his 
work in industry and even in agriculture. The idea that secondary 
education should cater to those who wanted and would inevitably go 
to something other than a university education whether they wanted it 
or not, was anathema to those who had themselves been trained in the 
academic mould. (1991, p. 114) 
However, in the interests of national efficiency, vocational subjects were offered 
also since schooling outcomes and employment were closely aligned. This move 
was supported by the need to make vocational subjects available because: 
The great majority of children who pass through the secondary 
schools don't want a university education. They want to make a 
choice from a broader curriculum to fit them more soundly for a 
successful life on [sic] other fields of community activity ('Vigilate', 
1953d, p. 17). 
It was pointed out that the expanding curriculum of the secondary schools which was 
controlled by the University was oppressive, since 'the business of the University, is 
a giant that elbows every other activity out of school life' and in this capacity was 
overburdening children by an overcrowded syllabus (QTJ, 1946, 7, p.l). In 1958, 
the Headmistress of Brisbane Girls' Grammar School complained that 'a different 
type of school' was needed for children not suited to the academic curriculum. She 
called for 'a simpler, more practical type of curriculum for the practical type of 
child' (CM, 1958, Dec.9, p.9). Thus as an area of contestation, the curriculum 
debate mainly centred on the academic/vocational divide as secondary education was 
forced to take on a broader base (see Chapter 5). 
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As the gatekeeper to free secondary education, the Scholarship examination 
underwent some transformations to control entry. This technology was flexible 
enough to be used to widen or limit access. For instance, the competitive 
Scholarship was replaced by a qualifying examination in 1914 (Goodman, 1968, 
p.270), although the examination was made competitive in the years 1930 and 1931 
as an attempt by the Queensland Govemment to reduce expenditure on education 
(Watkin, in Report of the Minister for Education and Migration for 1961, 1962, 
p.8). Whereas previously the number of successful candidates had been limited, 
irrespective of the number of candidates actually passing the examination, the 
qualifying exam meant that if students received 50 per cent in the examination they 
could gain entrance to a grammar school, denominational or high school (Tyrrell, 
1970, p. 10). This change provided wider access to secondary education and 
concomitantly, the numbers of children reaching the Junior examination increased. 
For instance in 1913, 594 passed this examination, having been subjected to a 
competitive Scholarship, whilst in 1943, 4,276 pupils passed the Junior, having 
entered secondary education by way of a qualifying Scholarship (QTJ, 1946, 7, p.l). 
In 1945, there were 968 candidates for the Senior Public Examination (ibid.) which 
indicated the low retention rate past the Junior Public Examination. By the 1920s 
the Scholarship 'had become the most important event in the educational lives of all 
Queensland children' (Goodman, 1968, p.270). For a short time a high school 
entrance examination, a Labor initiative which was less rigorous than the 
Scholarship, was implemented to get more working class students into high schools 
and as a means of boosting secondary school enrolments overall (ibid., p.271). Yet 
modifications were also made to limit the number of scholarships, when, in 1923, 
new regulations provided that a Scholarship winner must pass in both English and 
arithmetic, and in addition must obtain fifty per cent in the aggregate for all subjects 
(ibid.). Goodman lists these changes as likely reasons why the Scholarship pass rate 
decreased from 69.3 per cent in 1922 to 51.4 per cent in 1923 (ibid.). 
The Scholarship continued as a valuable technical means for regulating access 
to secondary school. Pass/failure rates could also be regulated by the difficulty of 
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the examination in terms of both content and length of papers, and this was done 
when the system could not cope with too many successful candidates, for example in 
1952 and 1957, when the failure rate increased considerably in response to 
especially difficult examinations (see QTJs 1953, 1958). It is significant, that in its 
last year, when entry to secondary school was on the verge of being made 
compulsory through the raising of the school leaving age to fifteen, the pass rate of 
87.85 percent was the highest on record (Report of the Minister for Education and 
Migration for 1962, 1963, p. 3). 
As alluded to earlier, after the Second World War, the regime of tmth about 
education changed in response to political rationalities of national and social 
efficiency. It was observed that the 'national well-being depends in a measure upon 
educational efficiency', so that 'education from the kindergarten to the university 
must be one of the chief concems of the State' (Forgan Smith, 1941, pp. 130-133). 
When Queensland needed people with technical skills that could enhance 
industrialisation, it became increasingly obvious that the entrance examination to 
secondary schooling was seriously impeding national and social efficiency. Yet, for 
the State, the Scholarship had an economic dimension. The Chancellor of the 
University of Queensland, Hirschfield, acknowledged this in his statement: 'The 
Scholarship is now an essential part of the State's economy - for many children it is 
a qualifying examination for further education' (CM, 1956, December 7, p.8). 
'Vigilate' (195(k;, p. 15) stressed the economic when he commented on 'the economic 
value of the Scholarship to employers of labour'. The Scholarship provided a 
guaranteed pool of young, cheap labour from which employers could chose the 
"best" by using the Scholarship percentage as the referent. It was emphasised that 
'employers must not be permitted to use the teachers and the schools to pick and 
choose from applicants for employment on their Scholarship successes' (ibid.). It 
was one thing to use the Scholarship as a selection technique for secondary 
education, but it was quite another for employers to use it for their own ends (ibid.). 
In the wider scheme of social outcomes and educational life chances, the 
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Scholarship as a flexible technology was instmmental in the positioning of 
individuals within society in terms of educational life chances. Children who left 
school at fourteen years of age did not have the chance to achieve the educational 
qualifications demanded by an industrialised society. The majority of Queensland 
children did not have any secondary education. For example, in 1947 the net 
enrolment in primary schools was over 138,(XX) whilst the number of students 
enrolled in secondary schools was less than 9,0(X) (Annual Report of the Secretary 
for Public Instmction in Queensland for 1947, 1948). By way of contrast, Edwards, 
the Director-General, was impressed by the Education Act in England in 1944 and in 
Scotland in 1945 which raised the school leaving age to 15 and 16 respectively. 
Edwards cited these instances as 'sweeping educational advances' which were 
brought about by 'enlightened public opinion regarding the rights of the individual'. 
These changes were considered to be 'of great interest' since they signalled the 
changes which Queensland 'must be prepared to make when we are able to consider 
an extension of the school leaving age' (Report of the Secretary for Public 
Instruction for 1946, 1947, p. 15). Other Australian States were faced with almost 
identical situations, but as was argued in Chapter 2, reforms for provision of 
universal secondary education were more readily implemented than in Queensland. 
As Hunter (1992, p.486) points out the 'pastoral' component of the pastoral 
bureaucracy had an interest in the 'formation of self-goveming souls' and, in the 
wider project of govemmentality, it was in the state's own interest to improve the 
life chances and happiness of individuals. Education was clearly a way of achieving 
this. Therefore, to redress this situation of low secondary participation, 'operating 
factors such as population, settlement, and local conditions' were to be militated 
against, whilst 'inclination, natural gifts, and aptitude of pupils' were to be 
maximised in order that 'children will be enabled to live a better and fuller life than 
their parents' (Report of the Secretary for Public Instmction for 1946, 1947 p. 17). 
Education was a technology of govemment for forming a socially competent 
citizenry, as argued by Edwards: 
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It is now generally recognised that knowing a trade, which in itself is 
very important, has not everything to do with being a competently 
educated citizen in a democracy. (Report of the Secretary for Public 
Instmction for 1946, 1947, p. 17) 
Quoting an unnamed American source, Edwards, as ever more enlightened 
than his contemporaries, wrote of the need for a competent education system for 
reasons of democracy and the importance of education in producing the mature 
citizen. This person was 'articulate, self-disciplined, reasonable, informed, 
responsible' (Report of the Secretary for Public Instmction for 1946, 1947, p. 17). It 
is interesting that these descriptors later resembled the outlined objectives of what it 
was thought a liberal education should aspire to. In 1962, the objectives of a liberal 
education were outlined by the QTU thus: 
to develop self discipline and self responsibility, on the part of the 
pupil, to develop tolerant understanding, to promote self-improvement 
on the part of the pupil, to foster respect for human rights, to promote 
happiness in the home, to understand that there is an essential 
congmity between the interest of the individual and the group and that 
the former should be subordinate to the latter when they are in 
conflict, to be fair and just in one's dealings, to cultivate respect for 
personality, for life moral and spiritual, and to cultivate the spirit of 
service to the community (QTJ, 1962, 5, p. 122). 
State schooling as a pastoral bureaucracy was attending to the pastoral aims of the 
self-goveming individual. By 1962, this formulation in policy can be seen to be 
telescoping the discontinuity of the abolition of the Scholarship in 1963. 
'Hierarchical Observation' 
This section will deal with what Foucault (1977, p. 170) refers to as 
'hierarchical observation' which attests to the examination as being a source of 
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constant surveillance of students and their teachers. As has been shown in the 
previous Chapter in the discussion of the workings of the inspectorate, the 
panopticon idea of the deployment of power has to do with a high level of 
surveillance. The examination because of its power to hierarchically observe, can 
also be analysed in terms of the surveillance afforded by a panopticon. Indeed, the 
examination was 'a constant observing presence in educational practice, a regular 
means of testing performance and keeping students "up to the mark"' (Hoskin, 1982, 
p.214). The Scholarship can therefore be likened to the panopticon in terms of 
hierarchical observation. 
Some idea of the intensity of the Scholarship gaze can be gleaned from 
responses to its demise. The abolition of this examination after 1962 places this 
emption in the context of the 'post Sputnik era' where winds of change were 
supposedly blowing more convincingly than ever before (Gmlke, 1963, p. 130). 
Such changes called for teachers to take up the challenge of the new 'freedom' 
which followed from the discontinuance of 'the cramping influences of an extemal 
examination' so that the year 1963 was heralded as a year of 'educational transition' 
where many principles of the past no longer would apply (ibid., p. 133). Whilst the 
transition was that of every child proceeding from primary to secondary education 
without an extemal entrance examination, this was hardly an innovation even in 
Australian settings, since the decision to abolish entrance exams to secondary 
schooling in Queensland was taken over ten years later than it had been in the last of 
the other States (Commonwealth Bureau of Census and Statistics, 1954, p.433). 
Significantly, the abolition of the Scholarship was received with 'mixed 
feelings' (Gmlke, 1963, p. 133). There were 'many' in the conservative culture who 
feared a lowering of standards would result from the removal of this 'incentive to 
effort' (ibid.). In the standards debate it had been argued that examinations per se 
were not all bad since they 'set a standard and it is good to maintain standards these 
days' (Roberts, 1951, p.3). However, it was conceded that the particular nature and 
function of the Scholarship needed to be separated from other examinations. For 
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instance, it was unfortunate that the Scholarship 
possessed the imagination or the ambitions of so many schoolmasters 
[sic], parents and employers that most of the curriculum of the 
primary schools is directed towards it, and the examination itself 
becomes a Trial whence the candidate may emerge honoured or 
condemned. (Roberts, 1951, p.3) 
Peterkin (1948, p.7), writing in defence of examinations because of their brief to test 
'mainly factual knowledge', describes the debate in terms of academic versus 
practical knowledge, and the 'present frenzy for making things easier'. To prevent 
any down-sliding of standards, exams were a necessity as the 'only sound way to 
separate the sheep from the goats... the shirker from the slacker, and teach them a 
wholesome lesson' (ibid.). Such thinking underlined the need for continued 
discipline to be exercised and ran counter to the policy of the QTU which was that 
'every opportunity should be seized to get rid of it [the Scholarship]' (QTJ, 1953, 2, 
p.9). By the 'sixties the overriding opinion of the QTU was that teachers, with the 
abolition of the Scholarship, would at last be provided with a challenge and an 
opportunity for liberalizing and enriching their teaching so that 'pedagogical 
imagination should be given freer play' (QTJ, 1962, 5, p. 122). 
The Scholarship had dominated 'the most sordid period in the history of 
teaching as a profession in Queensland's history and was the most uninspiring and 
unimaginative introduction to secondary education' (Goodman, 1968, p.274). The 
QTU described the Scholarship as 'a blight on Queensland education' (QTJ, 1953, 3, 
p.2). Schonell, a strong antagonist of the Scholarship had argued in 1955: 
The Scholarship should be abolished so that we might have some 
wider and freer opportunity for real education in our primary schools. 
Children fear it, parents worry about it, teachers get rattled about it. 
(QTJ, 1955, 7, p.3) 
In effect the message tacitly conveyed to Grade 1 students was, 'Work hard now 
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Scholarship's only ninety months away' (QTJ, 1955, p.3). This same idea was 
expressed in various teachers' fomms such as the annual conference of the QTU 
when a female delegate observed, 'It is a frightful heritage that when a child is bom 
its mother says, "You will go for the Scholarship in thirteen years"' (QTJ, 1955, 5, 
p.9). Teachers' work and classroom practices were indeed regulated and self-
regulated by the Scholarship in its operation as a tactic of hierarchical observation. 
Teachers taught students with the vision of the examiner ever before them. 
Although the inspector was one presence in the panopticon (see Chapter 2), another 
particular but unverifiable presence in the instance of the Scholarship was the 
examiner who ensured that teachers could not depart from the old ways of getting 
their students to leam countless facts for fear of being found wanting. The 1948 and 
1952 Scholarship examination papers demonstrated the power of the examiner to 
'purposely' make the Scholarship more difficult, 'a practice in pedagogical trickery 
which stuns the pupils and either irritates the teacher or leaves him [sic] blase' 
('Vigilate', 1953a, p.2). The face-less examiner was the object of suspicion: 
Let's attack the examiners who do, after all, call the 
tune: the curriculum for the Scholarship seeks to be 
limitless and the trick question is ever likely. (Roberts, 
1951, p.3) 
The examiner was in a position of disciplinary power and as a direct result of the 
exercise of power through the practice of extemal examination, the syllabus was 
straight-jacketed. The Scholarship indirectly and directly had a cmshing effect on 
the new 1952 syllabus, a document which had optimistically embodied child-centred 
leaming with a practical focus (see Chapter 2). Criticism of the Scholarship pointed 
to 
an incontrovertible fact that the Scholarship as a valid test of pupil's 
suitability or otherwise to enter upon a course of Secondary education 
has lost its standing and its force. ... What confidence educationists 
may have had in it as a measuring rod of a pupil's scholarship and 
ability have been severely shaken. ('Vigilate', 1953a, p.2) 
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The mathematics paper in the 1952 Scholarship provides an example of the power of 
the examiner to subvert the Syllabus. It was 'contrary to both the letter and the spirit 
of the New Syllabus' because 'the questions set were of a nature to discourage all 
initiative and experiment', thereby contravening the intentions of the new syllabus 
that called for practical, everyday problems to be used (QTJ, 1953, 2, p.7). 
Although it was officially stated that it was fundamental that the Syllabus should 
dictate the paper, the reaction of teachers when this directive was not heeded by the 
examiner was one of discouragement from taking pedagogical initiatives. 
Similarly, in the area of the new 'cultural' subject of the 1952 Syllabus, 
'Social Studies', the QTU protested that the Scholarship paper contained a 'large 
number of facts' so that it tends 'to min Social Studies as a cultural subject': 
It was surely not inferred that in a cultural subject a student should 
suck up facts as a sponge sucks up water, and examination-squeezed 
should disgorge water like a squeezed sponge. The cultural aspect of 
the subject would soon be killed if the examination placed great 
emphasis on facts. (QTJ, 1953, 2, p.8) 
In support of teachers' opinions of the Social Studies paper, Schonell, very much the 
leader of academe for the Union, expressed the view that this subject should not be 
examined at all (QTJ, 1953, 5, p.6). Both the Mathematics and Social Studies 
papers symbolised the power of the hierarchical observation component of the 
examination on classroom practices as it 'warped teachers' interest and made them 
devote their energies narrowly to having the Exam of Exams passed by hook or by 
crook' ('Edmund', 1958, p. 12). The effect of these incidents on those teaching 
Scholarship classes meant that they sidestepped the new syllabus in order to teach 
what the examiners were likely to ask thereby providing evidence of the claim that: 
The most pemicious effect of examinations lies in their power to fix, 
to stereotype everything done in schools. It leads to a neglect of the 
unexamined subjects, music, physical training, religious education and 
practical work of all kinds. (Thomson, 1948, p.8) 
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The QTU argued that if the Scholarship were abolished for similar reasons as those 
articulated above, then the teacher could devote more time to the cultural and moral 
side of education by implementing activity programs (QTJ, 1946, 6, p.5). 
Thus the Scholarship, especially in the upper levels of primary education, set 
the content, the style, and the limits of teaching. It also influenced the selection and 
use of textbooks. On this score, it was suggested that a full and detailed survey and 
examination into the text-books used in state schools, with a view to 'assessing their 
suitability as educational media in the light of modem requirements in education' be 
undertaken ('Vigilate', 1950c, p. 15). The argument was that textbooks which were 
packed with a multitudinous array of facts placed emphasis on memory retention and 
regurgitation for examination purposes which, it was argued, 'tends to drag the child 
into a mental grove from which it is well-nigh impossible to escape' ('Vigilate', 
1949a, p. 14). Furthermore, to adopt such a narrow pedagogy was to enclose 
education within a vacuum and teaching conceived in this spirit reduced education to 
'cram' devoid of inspiration and experiment (ibid.). Those in the Scholarship 
classes needed to know set texts thoroughly in order to deal with the examiner's 
trick question, in spite of the concem that 'we must not solely teach children text-
book facts for the sole purpose that he [sic] may answer the examiner's questions 
satisfactorily' ('Vigilate', 1949a, p. 14). In fact, the cramming of facts was also 
central to pedagogy in the pre-Scholarship grades in preparation for the monstrous 
examination. The resultant effect was that children left the primary school 
bored and sated with their school room training ... suffering from the 
inadequacy, irrelevancy and the uninspirational type of routine 
education, their attitude to any higher form of leaming and culture is 
one of distaste and bewilderment. ('Vigilate', 1949a, p. 14) 
Significantly, such practices of cramming facts from limited sources 
underline Foucault's assertion that 'discipline is a political anatomy of detail' (1977, 
p. 139). 'Vigilate', writing on the practice of having pupils memorize vast numbers 
of facts in detail, commented that 'modem teaching in Queensland schools still has a 
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long way to go in the reasonable discrimination of what is "for reference purposes" 
only and what must necessarily be leamed (1949a, p. 14). The reading books used 
in primary schools also epitomised this point, not only in their paucity in content, 
but also in the way they were used. Poems and prose extracts contained in these 
readers were "leamed by heart" and were able to be recalled in adulthood 
(Woodhouse, 1992). The Scholarship had the effect of dissecting reading passages 
contained in the Queensland Readers which limited reading lessons to the level of 
comprehension, grammar and spelling (Taylor, 1993a). In addition, this reading 
scheme was outmoded since it was a relic of the Irish National Readers, a nineteenth 
century publication. Moreover it was inadequate as one volume was assigned for a 
whole year's reading as a classroom activity: 
Take the fourth grade Reader ... Mary X with I.Q. 130 plus read it 
from cover to cover the night Mother brought it home. She knows 
the contents of all the stories and has a working knowledge of the 
meanings of most of the words. And yet she must keep her nose 
inside that same reader for the whole year often forced to read it 
'simultaneously' with all of the class drones of assorted IQ's [sic]. 
('NEM', 1950, p.3). 
As a result, whilst Queensland children 'excelled' in arithmetic in an ACER 
curriculum survey, there were weaknesses in the 'development of reading interest 
and good comprehension' which were so marked that Queensland was the weakest 
State in reading (QTJ, 1950, 7, p.l l) . Schonell explained the discrepancy in terms 
of the pedagogical practice of dissecting passages in a detailed manner: 
I think that is one of the reasons why we fall behind in developing 
reading comprehension ability. The child expands his [sic] 
vocabulary, his understanding of terms, by extensive reading rather 
than detailed dissection. (1953, p. 10) 
It was argued that if the Scholarship were abolished pedagogy would be freed from 
such practices which were carried out with the figure of the examiner, especially 
that of Scholarship examiner, as an invisible presence in the classroom. 
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Another practice which was instigated for similar reasons of detail was that 
of cramming, alluded to briefly earlier. Due to the hierarchical observation element 
of the Scholarship as a disciplinary technology, teachers were driven by the 
objective of getting as many students as possible over this hurdle, because as 
discussed in Chapter 2, teachers' success was bound up with that of their students in 
the inspection. Thus cramming was described as a 'pemicious practice' of 
'overtime' by teachers, which, whilst it might have been 'necessary' and 'timely' in 
the pre-war years, had 'become a habit' of teachers ('Vigilate', 1950a, p.4). It was 
asserted that 'the child of to-day ... is not to be regarded as an empty vessel to be 
crammed full at the will of the teacher' (ibid.). It is significant that the 
'psychological approach' was called on to strengthen the argument for the 
development of the child 'in his [sic] development in the body, mind and spirit' 
(ibid.). The Department issued wamings about lengthening the school day in order 
to fit in more cramming since this was viewed as being injurious to health 
(Goodman, 1968, p.274). Despite Departmental support to eliminate cramming in 
the best interests of the child's physical, psychological and emotional health, it was 
conceded that nothing other than the abolition of the Scholarship would eliminate 
cram from pedagogy (QTJ, 1952, 9, p.l l) . Indeed, the entire examination system 
was described as 
an outmoded system that puts a premium on memory and a discount 
on reasoning and logic, a system that destroys the joy of teaching and, 
worst of all, the interest of the children in their work. And all this 
because there is too much examination in our system. (QTJ, 1950, 8, 
p. 16) 
The Scholarship as the culmination of extensive examining throughout the 
primary school, systematically shaped the entire experience through its disciplinary 
power. The school year was divided into six periods, each roughly six to seven 
weeks. Teachers were required to cover all the work for each period set out in a 
"Work Book" compiled by the head teacher because this content was examined by 
the head teacher or his/her deputy at regular intervals. Examinations were very 
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formal with children and teachers being tested together since the success of each 
depended upon the other (see Chapter 2). Percentages, class averages, rank orders, 
and comparisons with pupils in other grades as well as with those in other years 
were recorded as normative evidence of both student and teacher performance. Such 
disciplinary activity involved the head teacher in almost ceaseless rounds of 
examining which took place for most of the school year. Additionally there was 
weekly testing of content so that formative comparisons could be made as a form of 
quality control of the rigid adherence to a tightly ordered curriculum. 
Despite Departmental wamings, examinable subjects took precedence over 
cultural ones. It was cogently argued that too frequent examinations with their 
accompaniment of report cards coloured students' whole school outlook as the only 
reason for being at school was to be 'taught, examined and reported on' ('Vigilate', 
1951a, p. 12). The QTU managed to get the Director-General to issue a directive to 
hmit class examinations to three times per year and to ensure that examination of the 
younger pupils in the school be along general lines 'to arrive at some qualification of 
the child's progress' ('Vigilate', 1951a, p.ll) . This was a small step in 'ridding 
education of an harassing practice, and of liberating to some degree both child and 
teacher from the enshackling, destmctive and highly injurious effects of an 
overburden of examinations' (ibid.). 
Thus teachers' work and pupils' leaming and behaviour throughout the 1940s 
and 1950s was prescribed, scmtinized and regulated as the battle was waged in the 
classroom to secure as many successful candidates as possible in the Scholarship. 
The teacher who did this was considered to be doing his/her job well, although it 
was alleged that this was not merely 'misguided enthusiasm' but rather a case of 
'self-preservation' (QTJ, 1950, 8, p. 17). But, because the Scholarship was the 
'acme of achievement scholastically in the primary school and in pursuit of this aim 
all practices in teaching seem to be bent' ('Vigilate', 1950c, p. 15), it was at the 
same time making school intolerable for many students, and teachers' work both 
stressful and monotonous. In the stmggle to be rid of this pemicious examination, it 
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was cogently argued that students themselves were the worst hit victims in the way 
they were constmcted in terms of scholastic identity as successes or failures and 
sorted accordingly (Goodman, 1968, p.274). In the late 'fifties and early 'sixties, 
the Scholarship lost some of its bite as a selection device, since increased numbers 
were proceeding on to secondary school anyway. Nonetheless, it remained an 
important gratification/punishment technology. 
'Normalizing Judgement' 
As the other technique of disciplinary power embodied in the examination, 
normalizing judgement places the student in a whole field of surveillance whereby 
he/she is compared to others. Foucault states that 'normalizing judgement', as a 
disciplinary power, 'establishes over individuals a visibility through which one 
differentiates them and judges them' (1977, p. 191). The examination, through this 
facet, generates a measure of the overall 'standard' of performance. In fact it 
normalizes at the same time as it makes each individual into a case with a case-
history (Foucault, 1977, pp. 184-187). The two aspects of normalizing judgement, 
differentiation and judgement, need to be discussed together from this point 
onwards. The Scholarship was an efficient technical means of differentiating (i.e. 
classifying and excluding). Similarly, as a disciplinary technology the Scholarship 
judged students ostensibly according to academic prowess. 
Because the Scholarship dominated the primary school experience in its 
entirety, it fitted very much the 'rational' system which Hoskin (1979, p. 135) 
describes as 'lock-step, multi-year schooling, ... [with] detailed interlocking 
curricular packages'. As a child progressed through these stages of schooling, 'all 
his [sic] mental energies are bent towards one goal' ('Vigilate', 1953b, p. 13). In 
terms of scholastic identity, an individual's personal worth was inextricably linked 
with his/her success in the Scholarship as listings in the press of successful 
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candidates' names appeared throughout the State. Moreover, degrees of success were 
measured by percentages gained. Percentages became something of a fetish in 
themselves as teachers used them as a way of articulating and communicating pupil 
success which was linked to their own teaching prowess (QTJ, 1953, 5, p.7). In the 
debate about percentages in the QTU, the argument ranged from there being 'no 
reason whatever for a percentage to be given to a child', to a recommendation for 
the use of As, Bs and Cs as at secondary and tertiary levels. However one member 
of the QTU summed up the underlying function of the percentages in their ability to 
measure gaps between students thus: 
the results obtained in the Scholarship are the best indicator of success 
in secondary education. In organising my school, I take the 
Scholarship results into consideration and organize on that basis. 
(QTJ, 1953, 5, p.7) 
It is significant that, in the face of the administrative "benefits" of the Scholarship 
such as these, a motion was carried to remove percentages but despite this action, 
the practice continued. This indicated how much the QTU despised the Scholarship 
because percentages as indicators for practices of categorization were established as 
an important means of "knowing" pupils and judging teachers' work. In fact so 
important were these indicators that, if a child did not sit the examination, his or her 
worth was regarded as being 'officially indeterminate, unmeasured, unfixed, 
uncertain' ('Vigilate', 1953b, p. 13). For the child who failed there was no recourse 
but to repeat the experience at the end of the following year. The Scholarship was 
indeed 'a very big thing in the life of a child; it is a very big thing if he [sic] fails it' 
(QTJ, 1953, 5, p.6). 
Expressing something of the terror and tyranny of the Scholarship in its 
power to differentiate and judge, Lunn, when recounting his convent education in 
the 'fifties, writes of the examination everyone called 'the stumbling block': 
But much more important than music exams, or even religion exams, 
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was preparing for the biggest exam of them all : 'State Scholarship', 
an exam unique in Australia. Everyone in Queensland under the age 
of fourteen ... did Scholarship to see who could go on to secondary 
school. (1989, p. 122) 
The level of difficulty which the examination presented was something to be feared. 
Lunn recalls the 1954 Scholarship which required candidates to write an essay, 
decipher Greek and Latin roots, do arithmetic calculations and mathematical 
problems, and know facts about English kings and famous men [sic]. 'With the 
exception of Madame Curie, all of the questions were about men - famous or 
otherwise' (Lunn, 1989, p. 141). In fact, children were called on to write answers 
to questions which in all probability, the majority of parents could not do. For 
example one question in the 1952 Scholarship exam asked the meaning of 'terai'. 
The Courier Mail (1952, December 11) asked several 'prominent people' to give 
their answers. Both the Dean of the Faculty of Arts at the University of Queensland 
and a member of the Royal Geographical Society could not come up with the correct 
answer nor could 'people in the street' who were interviewed. The only person to 
be cited as giving the correct answer was a headteacher of a state school. In reply, 
the Primary Education Director argued that the meaning of 'terai' could be found in 
textbooks used in Queensland schools for twenty-five years and was therefore part of 
the syllabus. The absurdity of the question together with the Department's response 
underlines the problem of the relevance of abstract knowledge for young minds and 
bears out Mr. Justice Mansfield's remarks at a teachers' conference that 
apart from members of the teaching profession, very few people of 
twenty years of age and over - and who might be called educated 
people - could get a fifty per cent pass in any subject if they sat for 
the examination. (QTJ, 1950, 1, p.23) 
In fact, the examination has, 'throughout westem educational history been a 
trial requiring the production of "right" answers in an essentially hierarchical setting, 
where the answers are evaluated by those designated authorities' (Hoskin, 1979, 
p. 138). For this very reason of 'right-answerism', other commentators alleged that 
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the Scholarship was in many ways more difficult than the Junior examination which 
was taken two years later at secondary school (Goodman, 1968). Not least for 
educational reasons, the QTU from the early fifties included the abolition of the 
Scholarship in their policy: 
The QTU is opposed root and branch to the scholarship [sic] on 
purely educational grounds. The scholarship, as we have it in 
Queensland, immediately relegates Queensland to one of the backward 
States in the English-speaking world. The scholarship distorts the 
syllabus to such an extent in Queensland that the Queensland public 
can think educationally only in terms of percentages. So stupid, so 
backward are we that a failure in an exam like the scholarship stops a 
boy from being apprenticed in most of the trades. (QTJ, 1950, 6, p.2) 
The Deputy Director-General at the Teachers' Conference in Brisbane in 1950 
expressed a similar view that too much stress was placed on the examination, so that 
'when a boy or girl seeks employment one of the first question he or she is asked is, 
"Have you passed the Scholarship examination?"' (QTJ, 1950, 6). As discussed 
earlier, it was argued that schools should not be used as pawns in the employment 
game because it had never been intended that employers should use the Scholarship 
as a normative means of selecting their prospective employees. If this were the 
case, a certificate which indicated that a child had satisfactorily completed primary 
schooling would suffice ('Vigilate', 1951b, p. 15). It was also argued that teachers 
and inspectors had 'a very incomplete knowledge of the outside world' which 
resulted in their view of education in a narrow sense (QTJ, 1950, 5, p. 15). The 
upshot was that: 
This leads them to measure the success of the bright boy [sic] by his 
success in exams, but the sort of success passing in examinations 
brings is a very limited kind of success. (QTJ, 1950, 5, p. 15). 
It became increasingly obvious that the main function of the Scholarship was 
'an agency for selection ... raising an insurmountable barrier to many who find the 
doors to further training and education fast shut against them' ('Vigilate', 1950c, 
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p. 14). The disciplinary technology was very effective in its flexibility to 
accommodate restrictions on govemment spending on education, therefore avoiding 
the embarrassing situation of allowing too many students through the gate to a 
situation which could not cope with increased numbers (see Chapter 2). This 
administrative dilemma perpetuated the selection process in order to keep the 
numbers within bounds that could be managed. As a selection device responsive to 
arbitrary considerations, it was argued that the Scholarship was an infringement on 
justice and human rights as they applied to the child. This notion of inflicting 
'injustices on children' was taken up by the popular press when it was reported that 
senior Brisbane head teachers, spurred on by a letter to the Editor of the Courier 
Mail (December 16, 1954, p.2), had urged for a 'wholesale overhaul' of the 
Scholarship examination system (CM, December 17, 1954). However, a proposal 
to set up a special board to be responsible for setting the Scholarship papers was 
rejected by the Education Director-General, Watkin. 
The liberal humanist discourse of the child at the centre of education 
flourished as an argument against the disciplinary power of the Scholarship, and as 
such set up the tensions of the debate between so-called principled educational ideals 
and bureaucratic regulation. Within the terms of debate of the rights of the child, it 
was argued that children were being subjected to the 'harassing practice' of an 
'overburden of examinations' ('Vigilate', 1951a, p.ll) . Such treatment amounted to 
'tremendous strain exercised on children by the monthly examination' ('NEM', 
1950, p.3). But in spite of limitations being placed on examining (as discussed 
earlier), the 'tyranny of examinations' continued because the need for governance 
remained, the Scholarship epitomising a technology of govemment par excellence. 
It was this tyranny which was isolated as a main cause of lack of enthusiasm of 
teachers and pupils (Butts, 1955). One writer described it thus: 
November creeps along with snail-like tread; temperatures rise, 
especially inside classrooms; storms, particularly in scholastic spheres 
are prevalent. Crowning horror - Examination time - curbs the wild 
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courses of Spring with a tyrant's grim glee. Oh, November! 
('Beetle', 1946, p.21) 
Examination practices through their power to constitute subjects and objects 
produced an 'examinese', evidenced in a 'Scholarship style' of English which 
operated as part of the tyranny ('Vigilate', 1955, pp. 7-8). Students in lower 
grades were also subjected to this language so that unfairly, 'Too often do we seek 
to find out what the child does not know rather than what he does know' (ibid.). 
Nevertheless through the normalizing power of the Scholarship, each child was 
differentiated and judged. By marking the gaps between pupils, it punished and 
rewarded. 
In Hunter's (1993, p.276) analysis of the pastoral bureaucracy, state 
schooling itself is shown to be a positive source of differentiation and inequality. 
When the Scholarship is placed in this framework, it can be seen as a precursor of 
subsequent examination/selection procedures. At times it was used to expand the 
system and so facilitate equality of educational opportunity as a political objective, 
whilst at other times, it seriously impeded this goal. Thus it can be seen that 
'equality of opportunity is inescapably tied to the machinery of social training, 
differentiation and selection of which it is in fact a by-product' (Hunter, 1993, 
p.276). Hunter's argument is that the normative and the technical means of 
distributing attainments and social rewards will grow in importance as more moves 
are made by govemment to minimize the inequality which comes from different 
backgrounds, thereby seriously shattering MacLeod's (1982, p. 19) hope for 'days of 
judgement' to be eclipsed by 'years of opportunity'. 
The Production of Scholastic Identity 
In the domination of primary education by the examination, children's 
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classifications and rankings according to results needed to be inscribed as evidence 
which could be readily accessed. This was done through recording performance on 
record cards and conveying the relevant information to parents by way of report 
cards. As Foucault explains: 
The examination that places individuals in a field of surveillance also 
situates them in a network of writing; it engages them in a whole 
mass of documents that capture and fix them. (1977, p. 189) 
Difference was thus inscribed on the individual, who through discipline, became a 
'subjected and practised' docile body (Foucault, 1977, p. 138). In a physical sense 
also, students occupied places in the classroom according to their "place in class" 
(see Chapter 2) which was another very potent practice for locating children in the 
discourse and inscribing difference on the body. Scholastic identity was therefore 
produced from the normative effects of examination techniques and made visible 
through discursive and non-discursive classroom practices which affected social 
groupings both inside and outside the school. As a lasting effect, one carried one's 
scholastic identity into the outside work, as a valid judgement of one's worth. 
Increasingly, the multitude of examinations, because of their particular place 
of dominance, rather than the examination per se, were attacked as being 'very 
potent factors in the school life of any child' (QTJ, 1946, 6, p.7). It was alleged 
that through classroom practices, the teacher 'subjects the child to the arbitrary 
judgement of his [sic] own clevemess' resulting in the child living in a 'world of 
tests and examinations' ('Vigilate', 1950d, p.20). Such treatment resulted in some 
children developing an 'inferiority complex' (ibid.). These comments are important 
in that they underline the power of the examination to produce individuality as 
scholastic identity. They are also significant in their use of the psychological 
discourse to speak of this power. In the web of examinations in education, the 
Scholarship, as the culmination of all tests and examinations in the primary school, 
was the chief target of those actively seeking change (e.g. teacher-members of the 
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QTU). It was conceded that moves merely to change or modify its form through 
the incorporation of standardized tests of attainment in English and Arithmetic, IQ 
tests, shorter papers etc., would not change the Junction of the tactic: 
No! Objective tests will not answer our needs. They will merely re-
create the same problems, with differing details. And this is because, 
they, like the Scholarship examination, are instmments of selection 
and classification, and it is these very practices which are mining our 
education system. (Castan, 1955, p.23) 
This comment is interesting in that it came on the heels of the QTU's policy 
to include an IQ test in the Scholarship. Discussion about the use of IQ tests in 
relation to the British 11 plus examination was hailed by some educationists who 
espoused the teachings of psychology as being a progressive and integral part of a 
guidance process where the aims were to test, diagnose and remedy (Connor, 1955a, 
pp. 12-14). Educational psychology, a discipline which nurtured both the Research 
and Guidance Branch and the ACER, as part of the psychological complex, was 
experiencing a time of growth and confidence (see Chapter 4). In this field, 
Queensland enjoyed a buoyant national and intemational reputation, which stemmed 
from research done at the Schonell Centre under the leadership of Professor F.J. 
Schonell whose influence was considerable both at the University, in the Department 
and in the QTU. It was going against the grain of this powerful discourse not to 
include IQ tests in the Scholarship since this would have been seen as a progressive 
step. Yet, this idea was cogently argued against thus: 
Psychology has not reached the stage where it can measure human 
abilities. Many psychologists claim that it can; but this thesis is based 
on the hypothesis that human abilities are innate. The tmth is that 
human abilities are not innate, but appear only when stimulating 
conditions make their appearance possible. A child living in a 
challenging environment reveals abilities which previously were not 
suspected. It is therefore impossible to predict at any given time, 
what abilities a child may develop. What we can do is to give every 
child the broadest and deepest conditions in which he [sic] may 
develop abilities. (Castan, 1955, p.23) 
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However one voice would not have been enough to stem the tide if it had been 
thought that this step would solve the problem. The decision taken not to include an 
IQ test indicates that the concem was not with the nature of tests/examinations in 
itself, but with their function as a disciplinary technique to reward/punish in a 
similar way to the Scholarship. It was stated QTU policy to abolish the entrance 
examination to secondary education and no tinkering with techniques would 
accomplish that. 
The effect of Scholarship failure on the child and his/her family could well 
be devastating, since for parents 'the Scholarship result is a concrete indication of 
the progress or otherwise of their children along the favoured line of a formal 
schooling directed to the Secondary School and perhaps to the University' (Connor, 
1955a, p. 12). Apart from education success, in the pragmatic logic of many 
Queenslanders, education was closely linked to vocationalism so that the Scholarship 
(and of course, increasingly, the Junior Public Examination) was important to 
job/career chances. The Scholarship had a special historical significance due to its 
longevity and also because it was the first, and perhaps the only external 
examination to be sat by the majority of Queenslanders. It was noted that: 
Parents certainly display considerable anxiety that their children 
should pass the Scholarship Examination; they express 
disappointment if the children are not successful. (Connor, 1955a, p. 
12) 
One writer to the QTJ, using the pseudonym of 'Mum', depicted a family's 
strain in helping their child through the Scholarship year. A trifle melodramatically, 
she recalls how the household engaged itself in preparation as a combined task: 
All was silence in the home. The wireless had been switched off, the 
wirelesses from the neighbours on either side, suitably muted by 
arrangement, could just be heard on the evening breeze, and the 
family sat down to its homework, pads before it, pencils poised. 
('Mum', 1950, p.2) 
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Obviously, not all families reacted in this way but parents could reflect on their own 
Scholarship experience, for example, in the 'twenties when it was emphasised that 'a 
child in passing the examination not only pleased itself, but its parents and the whole 
neighbourhood' (Queensland State Archives, File A/16/32). 
Teachers, too, were concemed about the effects of rewards and punishments 
on their pupils. Whilst the boy and girl who obtained the highest percentages in the 
State were awarded the Lilley medal, feted in the press, the school and the 
community, the fear of exclusion from secondary education for many of their pupils 
bore down on teachers as well. One teacher expressed this feeling, thus: 
The dies are cast; the roulette wheels have stopped rolling; and once 
more I have got through the hateful process of reading out the lists of 
children who have 'got through', (cited in Castan, 1955, p.22) 
Results were published in the newspapers a few days before Christmas each year, 
publicly displaying rewards and punishments, and at the same time affirming 
scholastic identity on an individual basis. Lunn recounts how he and his mother 
located his results: 
She ran her right forefinger down the tiny columns of names, 
searching for the Ls, and then the finger slowed right down, and she 
moved closer to the page. All of a sudden she leapt back from the 
black page and a huge smile lit up her face ... 'It's here!' she 
shouted, breaking the silence of the long, high room. 'It's here,' she 
said more quietly, in disbelief. 'You passed State Scholarship'. (1989, 
p. 159) 
Teachers often adopted fearsome techniques to push children harder in order 
to enhance their chances of success, reverting to cram methods, rote leaming and 
physical and mental abuse. Such practices were criticised on the grounds that 
teachers were supposed to be "mental hygienists". However too much was at stake 
and practices were perpetuated out of fear. Teachers also assumed a new importance 
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in parents' eyes because of their role as coach: 
You have heard of the experienced Scholarship teacher who fell ill 
towards the end of the year. Never had the parents of his pupils 
shown so much interest in him, especially in his health. Many were 
the messages of sympathy and inquiry as to when he was likely to 
retum to carry on with his good work. (QTJ, 1957, 10, p. 17) 
The selective power of the Scholarship operated as 'a culling out process, 
separating the plodders, the average, and the above average from the scintillating 
brilliant who alone found favour by the State for further education' ('Vigilate', 
1952c, p. l l) . In addition, there was an associated practice of selection for the 
chance to be a candidate for the examination itself. This meant that only those who 
stood a reasonable chance of passing were nominated as candidates. Students 
considered to be a risk to schools' and teachers' reputations could be privately 
nominated by their parents but a self-regulatory strategy of not going against the 
advice of the school's judgement of their scholastic identity precluded many students 
from taking this initiative. For example, in 1950, the QTJ (1950, 6, pp. 1-2) 
published the following 'round figures' which show the effect of the practice of 
nomination. Of 15,(XX) students in the final primary year (Seventh Grade), 8,000 
nominated for Scholarship. Of these 6,(XX) passed and 2,000 failed. In terms of 
selection, the separation of "the sheep from the goats" had partly been done before 
the actual climax of the examination. 
The Scholarship's role of producing scholastic identity was felt after a pupil 
had left school, perhaps as a life-long indicator of individual success or failure. 
Many people long past their schools days remember with pride or shame their 
Scholarship percentage. This mark was viewed by teachers, administrators, parents, 
employers, the general public and students themselves as being a specific, reliable 
measure of a person's worth in things academic. Moreover the Scholarship 
percentage was generalisable across other aspects of the person, coming to bear on 
ideas about what constituted a good citizen. In other words, examinations such as 
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the Scholarship introduced a new principle of individual accountability by affording 
'a numerical "objective" judgement on the person' (Hoskin and Macve, 1986, 
p. 107). 
The power invested in the knowledge of the child through Scholarship results 
is provided by Lunn's anecdote in which he discloses his very mediocre score: 
Overall I got 57.1 per cent, but in English I scored just 76 out of 150 
... one mark less and I would have failed and my name would not 
have appeared in the paper, because if you didn't pass English you 
didn't pass State Scholarship. (1989, p. 160) 
The individuating power of this examination produced students who fitted different 
secondary schools courses namely. Academic, Commercial, Home Science and 
Industrial. The most successful candidates were placed in the Academic track, 
whilst the vocational tracks were considered appropriate for those with lower marks. 
In a strongly gendered culture, boys were more likely to be given the benefit of the 
doubt if they wished to venture into academic tracks with lower marks, since 
'Queensland was a man's world' and 'girls were not regarded as having the same 
place in high school education as boys' (Goodman, 1968, p.223) (see Chapter 5). 
Apart from being significant in helping to decide which curriculum tracks 
children should follow. Scholarship results were also used to stream students in 
homogeneous classes in secondary schools. Lunn tells of the consequences of his 
mark as a valid measure of his scholastic identity for his initiation into secondary 
school where classes were allocated on the basis of one's Scholarship pass. 
with the top passes going into the 'A' class, so they would not be held 
back by dumb boys; the next group into the 'B' class, so they could 
all progress through the text books together; and all of the dunces into 
the ' C class. So naturally, I was in the Cs. (1989, p. 165) 
The dividing practices of streaming, tracking and excluding were part of the 
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'gratification/punishment' power of the Scholarship as it regulated secondary school 
placement. As Foucault explains, 'discipline rewards simply by the play of awards, 
thus making it possible to attain higher ranks and places; it punishes by reversing 
this process' (Foucault, 1977, p. 181). It must be acknowledged at this point that 
often, by the 'fifties, the Scholarship carried out a streaming function with the 
assistance of psychological tests administered by guidance officers; the role played 
by this kind of testing will be analysed in the next Chapter. 
'Wastage of Talent' 
The punishment effect of the Scholarship came to attract more interest as 
community expectations about education heightened, and as a result, the Scholarship 
debate in the late 'fifties increasingly centred around wastage of talent in the State's 
own interests. Expediency was the major determinant of action, yet there were 
nagging doubts about the efficiency of an educational system which "lost" many of 
its students either at the end of primary education or in the early years of secondary 
education. Statistical evidence with accompanying interpretation was provided by the 
Research and Guidance Branch which was ideally placed to research and explain the 
problem of educational wastage. What constituted 'wastage' was posed as a key 
research question in a study to investigate wastage occurring among those pupils 
who comprised the top five per cent of the age group which sat for Scholarship in 
1951 (Bulletin 13 of the Research and Guidance Branch, EOG, 1962, 10, p.381) 
These children were classified as 'academically gifted' because they had obtained 85 
per cent or higher in Scholarship. It was found that the wastage of talent was such 
that of this select group, only 58 per cent of boys and 43 per cent of girls reached 
Senior level with only 37 per cent of boys and 11 per cent of girls going on to 
university study. A flaw in this research could well have been its being predicated 
on the findings of earlier research that the Scholarship was shown to be the best 
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single predictor of success in academic subjects, an assertion which had been denied 
by many educators in the QTU throughout the 'fifties (see Castan, 1955, p.22). It is 
interesting that reasons for the wastage were given as 'economic' since children of 
professional fathers had the greatest chance of getting to university; while the 
children, especially the daughters, of unskilled workers had the least chance. Yet 
the findings did not address the nature of the system wherein some groups were 
guaranteed greater success than others. The validity or otherwise of the research 
findings is not an issue here. What is important is that wastage of talent was seen as 
a problem of govemment, not yet articulated as 'equal opportunity' (Bartos, 1993), 
but certainly as a response to a definite problem of wastage in economic and social 
terms. However the language of "social class" was not part of this discourse. 
As a follow up piece of research, the 1956 'gifted' Scholarship cohort was 
investigated. The report. Bulletin 24 Research and Guidance Branch (EOG, 1962, 
10, pp.381-384), found that 'serious educational wastage had occurred in that one-
tenth of the top 5 per cent of the gifted group did not complete Junior, two-fifths did 
not complete Senior and approximately one-third of the select gifted group did not 
engage in studies of tertiary standard. Reasons for this wastage were located in 
parents' standard of education, father's occupational status and parental income, and 
size of family (ibid.). Although Queensland was a vast State, with tertiary education 
facilities located in the south east comer, 'place of residence' did not greatly affect 
outcomes, neither did 'homes broken by death, divorce or separation, and birthplace 
of parents' (ibid.). What did emerge out of this research was that the main reasons 
given by gifted students for leaving school were linked to the minimum requirements 
for the job/career they had chosen so that it appeared to suggest that the students' 
(and their parents') aspirational levels were not commensurate with their ability 
(QTJ, 1956, 5, p. 14). The discourse of psychology, through the relationship of 
"aspirations" and "ability", was used to interpret the findings. Against this 
privileged discourse, the relative silence of sociological explanations in terms of 
social class, gender, race/ethnicity is significant. 
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Even after the so called social revolution and the concomitant increase in 
industrialization, the culture of Queensland was not supportive of 'higher education' 
for other than a minority of its youth. Neither was the system facilitative. As late 
as 1957, 37.6 per cent of pupils who sat the Scholarship did not pass the 
examination and therefore did not qualify for free secondary education. The 
Scholarship remained the gatekeeper which punished 7,463 students that year (QTJ, 
1958, 1, p.l), an increase of 3 percent on the previous year. 
Another research report. School Leavers in Australia, 1959-60, was compiled 
by the Australian Council for Educational Research with cooperation from teachers 
in all Queensland schools. It found that: 
In Queensland, 2 per cent left at Grade 6 and below, 7 per cent at 
Grade 7, 27 per cent at Grade 8, 13 per cent at sub-Junior, 36 per 
cent at Junior, 3 percent at sub-Senior and 12 per cent at Senior 
(EOG, 1962, 7, p.268). 
Not surprisingly, Queensland and Westem Australia did not fare as well as States 
such as Victoria. Again the findings of such research are not the significant issues, 
because the gaps and silences are important indicators in themselves. The 
performance of groups which have since been acknowledged as being disadvantaged 
in the school/society relationship (e.g. girls, migrants. Aborigines, mral students, 
the disabled) were encased in the silence. The importance of such research lay in its 
effect of providing evidence to spur on the efforts of the QTU to abolish the major 
hurdle to improved educational life chances, thereby allowing all children to proceed 
from primary school to secondary school. 
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Resistance and Discontinuity 
The Scholarship indeed dominated the education system to the extent where it 
was described as 'more than a fetish' (QTJ, 1950, 8, p. 16). However, there were 
political and economic reasons why the State retained this fetish. The State 
govemment, a long standing, conservative Labor one, had a vested interest in 
maintaining state aid to non-govemment schools through the system of paying these 
secondary schools an annual allowance for each Scholarship winner who attended 
that school (Spaull and Sullivan, 1989). The sectarian battle had waged in 
Queensland from colonial days when, after separation from New South Wales, 
legislators were determined to make education free, secular and compulsory through 
the 1875 Education Act (Wyeth, 1949, p. 10). Initially in the case of secondary 
education and the setting up of the grammar schools, there was much opposition 
from the Catholic sector which wanted its own grammar school so that the sponsored 
Scholarship arrangements could benefit Catholic children. Later, as has been 
shown, in 1900, the Scholarship was made tenable at Catholic schools, thereby 
becoming an important part of the funding in that sector. In the years of Labor rule 
after World War Two, educators and the QTU called for the community to 
recognise and to confront this sectarian situation because it was critical to chances of 
having the Scholarship abolished (QTJ, 1950, 6, pp. 1-2). The argument was that if 
the State govemment wanted to pay subsidies to non-state schools, and there were 
good reasons why it should do so, then there should be an open acknowledgment of 
this practice rather than 'camouflaging subsidies to non-state schools' through paying 
the Scholarship allowance (QTJ, 1950, 8, p. 17). The question was posed thus: 
Could not the govemment give direct grants to non-state schools in order to cease 
supporting them through scholarship fees? (Wyeth, 1949, p. 10). However, the 
issue was politically dangerous since 'the govemment that makes either choice places 
its future in jeopardy' because of the impetus it would give to sectarian rivalry in the 
wider society (ibid.). Significantly, denominational organizations provided 
secondary schooling at a time of burgeoning student numbers and parsimonious 
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govemment spending, but their survival depended on govemment subsidy in the 
form of Scholarship monies. The staunch Catholic Premier, Gair, and the Catholic 
Archbishop, Duhig, were influential in maintaining the practice of giving state aid to 
Catholic schools, with the Premier infuriating the Union by stating that 'if it were 
not for the Church, the State Govemment would be unable to cope with the public's 
demand for education' (QTJ, 1953, 2, p.l). The Union considered such a statement 
a most damning and damaging admission for the head of a 
Govemment to make. It is an open admission that you and your 
Govemment are unable to carry out the provisions of The State 
Education Acts. (QTJ, 1953, 2, p.l) 
The Scholarship was being kept in its place of dominance as a political 
technology at the convenience of a govemment which was involved in gross neglect 
of the elementary needs of state schools. It was openly acknowledged that 'the 
problem of the Scholarship ... is primarily political' (QTJ, 1950, 6, p.l). Because 
of this impasse, the QTU's efforts were limited to making minor changes because it 
was felt that 'the only way to get rid of this iniquitous Scholarship examination is to 
pare a little bit off it each time' (QTJ, 1950, 1, p. 10). 
Despite hopes raised, the Scholarship survived through a change in 
govemment to a Liberal Country Party coalition in 1957. As a program of 
govemment it was flexible enough to resist changes, even those which occurred in 
changes of govemment and party politics. The Scholarship had become so strongly 
linked with the inadequacies of the Labor govemment that the new conservative 
coalition, faced with the same circumstances, was not prepared to take action either 
although the QTJ recognized that the coalition had 'shown more interest in 
Education and made more provision for Education than almost any other government 
in the history of this State' (QTJ, 1960, 7, p.l). Instead the Scholarship continued 
despite mounting criticism. This fact points to the administrative function of the 
Scholarship in goveming school populations as being of paramount importance. The 
sectarian debate with its political and economic implications must fit within this 
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larger issue - that of govemance of the entire school population by the most 
convenient means. 
The discourse of the Scholarship reveals that, for administrative reasons, this 
examination which had been introduced as a radical innovation of meritocracy was 
retained as a dividing practice for political and govemmental reasons long after its 
original purpose was no longer viable. It was after the "social revolution" which 
marked 'a new and urgent demand for secondary education for the masses' that a 
'six-fold increase in the number of students enrolling in State secondary schools 
occurred' (QTJ, 1963, 5, p. 129). This estimate is likely to have been gauged from 
earlier decades, but is useful in illustrating the population shift and with it a new 
emphasis for population control. Administrative changes precipitated by the 
abolition of the Scholarship and the Education Act of 1964 marked the shift by the 
State govemment to act in its own best interests and for the extension of education 
in the best interests of individual Queensland children. This entailed moving 
against sectarian interference to follow the example of other Australian States of 
democratising secondary education. 
Conclusion 
This Chapter has taken up Foucault's invitation to document the history of 
the examination as an instmment of power/knowledge. This slender technique has 
been widely used in many sites of social administration, not least of which is 
schooling. The State Scholarship Examination in Queensland proved to be a suitable 
case for treatment and the history of this examination was traced from its emergence 
as a limited technique of govemment to allow for a minority of its children to have 
free secondary education, to a disciplinary technology applied to the entire school 
population which at different times punished and rewarded in a flexible operation. 
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Effectively, as a dividing practice, it kept secondary education as the province of 
those who meritoriously gained a place or those who could afford to pay for one. 
The Scholarship was likened to the power of the panopticon because of the 
way in which it afforded hierarchical observation of the population of schools and 
individuals within that population. Inspectors, headteachers, teachers, pupils and 
parents were positioned in its gaze, as were pedagogy and curricula. The other 
aspect of the examination was its power to normalize. In this aspect, the 
Scholarship was shown to work as a technique for differentiating and judging the 
population of schools and positioning individuals in the discourse. It provided 
"evidence" of scholastic identity which was a generalisable calculation of the child as 
a future citizen. Thus it helped produce the child in its individuality. 
Discontinuities and contradictions of the Scholarship from its emergence to 
its demise have been traced, although the focus was on the 1945-1964 period. After 
the Second World War, the Scholarship became increasingly unpopular as it took on 
the function of a political technology in the present sense. It has been shown that, 
although the Scholarship impeded the extension of secondary education in this State, 
govemmental reasons kept it in its place of dominance. These reasons were 
influenced by political and economic considerations and whilst the research in the 
late 'fifties began to highlight the wastage of talent, it was not until the State was 
ready to attend more to the improvement of education for its population that 
secondary education became compulsory for all in 1964. 
Whilst this Chapter has analysed an examination which embodied hierarchical 
observation and normalizing judgement of the individual and the whole education 
'ship', Chapter 4 examines the emergence and acceptance of the 'psychological 
complex' in Queensland. It was the "expertise" of this complex which was to gain 
power in carrying out dividing practices which, although more concealed than the 
Scholarship, were nonetheless powerful. The examiner was now a psychologist so 
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that the knowledge yielded had a new, "scientific" validity which was consonant 
with the tmth effects of the "revolution". 
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Chapter 4 
THE 'PSYCHOLOGICAL COMPLEX' IN ACTION 
TTiis measuring business of a child's capabilities seems to me to be a 
craze which has fastened itself upon modem methods in education. 
There are those of us who lay great store in testing the child's 
intellectual powers by scientifically prepared tests. We try to measure 
the child for his [sic] proficiency in skills which may be literary in 
character, mathematical, gymnastic, or what-not-else. ... We submit 
the child to tests and exercises which we suppose reveal that child to 
us in a way we have never been able to determine before. The thing 
to-day is to prepare certain graded exercises, certain activities, 
certain forms, then under certain conditions chiefly of time, 
supervision and secrecy, the child is set to work to display what he 
can do along these graded lines. The results are investigated, scores 
totted up, and skills valued. We then may say to the child, 'You are 
that and no more; you are this and no less.' ('Vigilate', 1953b, p. 13) 
Introduction 
In the above extract, 'Vigilate' is in essence foreshadowing what Rose (1979, 
1985, 1988, 1990) has done since to demonstrate the productive power of the 
psychological sciences. This Chapter explores the discursive production of the child 
as "normal" and "abnormal" through the work of the 'psychological complex' (Rose, 
1985). In doing so, it traces the invasive characteristics of this psychological 
complex in the positioning of pupils and teachers in the discourse of education in the 
post-war period to the 'sixties. 
Initially, a brief analysis of broad historical surfaces is made by drawing a 
line of descent to identify the historical contingencies which made possible the 
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development of the psychological complex. This does not constitute a linear 
historical account, but rather is a map of the emergences and discontinuities which 
changed practices. It traces the earliest use of tests in Queensland schools which 
were firstly a way of segregating children who had sensory and physical 
impairments and those who were "backward" or "feeble-minded", demonstrating 
how the psychological complex in its initial stages of development was primarily 
engaged in the management of the "abnormal" population in schools. 
The research data confirms the place of mental testing as an administrative 
technique which, whilst influenced by discourses of eugenicism and mental hygiene, 
was not deployed specifically for ideological/philosophical reasons. Instead, it 
supports Rose's (1985) argument in the British case, that it was the presence in 
schools of children who were considered to function abnormally, that called for a 
technical means for dealing with such difference. As the psychological 'gaze' 
(Foucault, 1977) shifted its focus to take in the "normal" population, testing became 
a more widespread practice. Thus this Chapter examines changes in practices of 
testing from segregation of the "abnormal" in the 1920s to the inclusion of the 
"normal" population in testing programs which ranged from being piecemeal to 
universal (from 1963). It places these programs in a framework of govemmentality. 
The development of the psychological complex in Australia is investigated in 
the apparatuses of the Australian Council for Educational Research (ACER) and the 
Research and Guidance Branch of the Department of Education in Queensland. Also 
examined is the discourse of 'the psychology of the individual' (Rose, 1985, pp. 4-
5) which infiltrated the classroom through the co-operation of teachers in what was 
perceived as practices which catered for individual differences. 
The Chapter finally takes up the idea of the Foucault paradox (Tumer, 1988) 
and considers how pupils in Queensland, by being "made" into individuals, were at 
the same time involved in a process of individuation. The constmction of scholastic 
identity is shown to be a product of the individuation process and as such is about 
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subjugation and subjection (Foucault, 1982, p.212). 
Different Interpretations 
From the eighteenth and nineteenth centuries, the human sciences developed 
in a regime of tmth which established 'intelligence' as an individual attribute (Rose, 
1990, p.7). The notion of intelligence first came to be known and understood in a 
general way through the episteme of industrialization (Bisseret, 1979). Significantly, 
intelligence was the focus of the scientific theory of biological determinism, which 
used as its basis a bastardised form of Charles Darwin's research and findings about 
the natural world (Gould, 1981). Taking such concepts as 'survival of the fittest' 
and 'natural selection', biological determinists applied them to the human world 
(Kamin, 1974; Karier, 1976; Blum, 1978; Gould, 1981; Rose, Lewontin and Kamin, 
1984). By utilizing the 'scientific' basis of biological determinism, eugenicists 
devised cmde measures for disceming difference between and among individuals and 
groups (de Lacey, 1974; Gould, 1984). 
In 1905 a 'key shift' emerged in the form of Binet-Simon tests of 'mental 
age' as a direct answer to the problem of the relatively ad hoc manner in which both 
teachers and doctors made decisions about whether or not a child was 'feeble-
minded' or 'backward' (Meredyth, 1992a, p.l l) . The form of the new test adjusted 
the existing techniques of the medical examination/interview and pedagogic test in 
order to establish what tasks a child could perform at a particular age, within norms 
calculable across large numbers (ibid.) Psychometricians, through the deployment 
of statistical averages and the Gaussian normal curve, had a technical and more 
refined means of dealing with the problem of 'abnormality', a problem which was 
seen to be both a symptom and a cause of a degeneration of the population. Shifts 
in the articulation of this "problem" linked it to heredity and to environment but 
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positioned the management of the problem in the treatment of the individual (Rose, 
1985). 
Critical works from the late 'sixties have picked up on the less than 
salubrious past of psychometrics (see Kamin, 1974; Blum, 1978; Torrance, 1981; 
Rose, Lewontin and Kamin, 1984). These revisionist treatments have argued that an 
ideological effect on public thinking ensured acceptance of the eugenics paradigm as 
a legitimate basis for unequal treatment of different groups for political, economic 
and social gain of the mling classes. For example, in Britain, Galton's mental 
testing has been interpreted as a class-based exercise in discrimination which sought 
to prove that the rich were more intelligent than the poor, thereby legitimating the 
status quo (Torrance, 1981). In America, a racist agenda drove the formulation and 
administration of tests in a quest for validity of the a priori assumption that white 
Americans were the most intelligent so that discrimination through testing was 
carried out against Black Americans (Karier, 1974). As part of a racial hygiene 
agenda, testing was a central technique in large-scale immigration policy. Such 
revisionist histories have also exposed sexist ideologies of the inferiority of the 
intellectual capacity of women (Gould, 1981). It has been through the exposure of 
its ideological underpinnings that mental testing has been relegated to the area of 
'pseudoscience' (Blum, 1978). 
Whilst revisionist critiques of testing have yielded valuable information, more 
recently researchers have sought to ask different questions in order to find clues as 
to how psychological testing has come to be understood and accepted. For example, 
from a study of the discourse of testing of the individual, there are events which 
raise important sociological, political and ethical questions, not as explanations in a 
global social context but as questions in themselves: 
The history of psychology and psychiatry and their allied technologies 
might best be understood when their very existence is first of all 
treated as a problem to be explained, and where their functioning is 
understood in relation to a wider field of systems of social regulation, 
146 
political domination and ethical judgements. (Rose, 1988, p. 183) 
In order to explain the problem in the framework of govemmentality which Rose 
advocates, the Foucaultian concept of power/knowledge provides a starting point. In 
contrast to the global Marxian account of testing as a repressive, dominating and 
disadvantaging manifestation of unequal distributions of power, Foucault (1982) 
highlights the productivity of power/knowledge deployed through the human 
sciences. Contingent historical circumstances such as the rise of science in the 
nineteenth century and of individualism as 'a mode of thought and as a lifestyle' 
(Tumer, 1988, p.48) made possible the exercise of this form of modem power. Both 
helped to ensure the acceptance of the value of "scientific" testing of the individual. 
The psychological sciences provided the devices to calculate human capacities and 
mental processes (Rose, 1988, p. 185). In countries such as Britain, France and the 
United States of America the advent of mass schooling paralleled the rise of 
industrial capitalism with concomitant far reaching demographic changes. Schools 
needed to be efficient and productive and it was these imperatives which promoted 
practices of 'normalization' of their 'inmates' as part of 'the means of correct 
training' where 'docile' bodies could be 'subjected, used, transformed and improved' 
(Foucault, 1977, p. 136). In the constmction of the "normal", it was the presence 
of "abnormality" which presented itself as a problem to administration which 
propelled the testing movement in schools. 
This assertion changes the co-ordinates of the debate about mental testing in 
schools, shifting somewhat the origins of mental testing stemming from 
ideological/philosophical conceptions to its emergence as a local solution to quite 
contingent administrative problems (Rose, 1985; Meredyth, 1992a, p.9). Indeed the 
emergence and deployment of mental testing had little to do with direct political 
interests, but rather emerged as an administrative way of dealing with difference 
across the school population. 
This argument is strengthened through the necessary acknowledgment that the 
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schooling agenda was underpinned by a liberal humanist belief in meritocracy which 
has acted as a moderating factor with varying degrees of success since the nineteenth 
century. Through its attention to and improvement of the population, 
govemmentality operated within the meritocratic paradigm. Control as the other 
arm of govemment could only be entertained within the framework of meritocracy. 
The idea of tests being simply normative classifications of social, cultural and racial 
difference needs to be qualified in the light of this understanding of the mentality of 
govemment. 
Whilst it is acknowledged that the norms of testing were not neutral and that 
some individuals/groups attracted more attention than others, even providing 
'targets' for the testers (see Miller, 1986), the current argument is based on evidence 
which suggests that testing was deployed for reasons of govemment of school 
populations, rather than as an outright discriminatory practice based on structural 
inequalities of class, gender, race/ethnicity. Testing did not occur at the hands of a 
monolithic superpower of repression of the working classes (Walkerdine, 1984, 
p. 165), but rather through the calculated ways in which govemment works on a 
population for reasons of social regulation. The productive power of the 
psychological discourse is a cmcial aspect which is central to govemmentality, 
because 
the practices of management of individuality ... do not work 
principally or exclusively by repression and domination. Such 
practices also, and more characteristically, seek actively to produce 
subjects of a certain form, to mould, shape, and organize the psyche, 
to fabricate individuals with particular desires and aspirations. (Rose, 
1988, p. 196) 
Individuals were to be regulated by the psychological gaze, but they were also to 
become self-regulating for their own good in order that society would be improved 
according to the goals of govemment. Foucault's (1977) articulation of 'the gaze' 
positions it as a major historical shift in the govemment of the population (see 
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Chapter 2). Prior to industrialization, only those who were closest to the sovereign 
had their lives recorded in an individual way, but the scientific gaze of the 
nineteenth century changed the focus from the wealthy and noble to those of the 
"abnormal" population who were a problem to the new social order (i.e. the mad, 
the indigent, the delinquent, the criminal, the sick, the poor, and the young). Later 
when the gaze was extended to the entire population, the psychological sciences 
exercised visualization, individualization and inscription as techniques of government 
(Rose, 1990, pp. 132-135). Social regulation was not to be coercive since there was 
scepticism about regimes of force, but rather the aspirations and desires of the 
individual needed to be shaped to coincide with those of govemment. Moreover, the 
welfare of the modem individual is aligned synonymously with that of the state and 
it is in this context of govemmentality that the psychological complex informed by 
the psychology of the individual will be analysed. 
The Australian Gaze 
In Australia, testing as a technique of social regulation did not firstly take 
place through the efforts of educationists, but rather through the desire of the 
medical profession to segregate children who were "defective" (Miller, 1986; Lewis, 
1987; McCallum, 1990). This is consistent with Foucault's (1977) claim that the 
earliest examinations were those carried out by the medical profession. This claim 
is also supported by Wyndham's (1934) thesis of testing for ability grouping in the 
United States of America. Wyndham describes the practice of medical inspections 
in schools 'as the first scientific attempt on a large scale to survey the school 
population in terms of deviation from the "normal"' (ibid. p.22). The medical 
examination had assumed a place of importance and power, for the diagnosis of a 
medical practitioner could label a child for physical or mental reasons, or for a 
combination of both, since there was 'little strict definition' (ibid.). Difference, 
because it was often not marked on the body's surface, needed to be made more 
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legible (Rose, 1988, p. 191) as outward appearances might obscure 
mental/intellectual problems. Psychological tests provided the new kind of legibility 
as the intellect became 'a mathematization of difference' (ibid.), making diagnosis 
more "accurate". Results of tests also lent scientific validity to interventionist 
decisions and therefore were useful for the administrative process of "retardation". 
Wyndham (1934) identifies this as a problem for educators, referring to such 
children as 'laggards', a term also used in Queensland (see 'G.P.', 1954, p. 16). 
Miller (1986), Lewis (1987) and McCallum (1990) give illuminating accounts 
of how educators became involved in the segregation of 'defectives' from the 
"normal" population of schools, the raison d'etat being a concem with imperatives 
of national and social efficiency. The needs and interests of society were at the 
forefront of policy and practice since mental deficiency was believed to be the root 
cause of personality disorders which led to immorality, crime and poverty. 
Psychological tests could be used to identify and categorise those children who 
should be separated from the mainstream and 'to weed out' those children for whom 
education was a waste of money (Miller, 1986, p. 166). Placing these ideas in a 
framework of govemmentality, psychology provided a technical means of 
individualization, 'a new way of constming, observing and recording human 
subjectivity and its vicissitudes' (Rose, 1990, p. 134). As an administrative 
technique of govemment, testing could maximize both individual and social 
efficiency (Rose, 1988, p. 196). The individual and the state were not positioned in 
formal opposition, but they did require a careful balancing act. 
Early testing in the Australian context was on a limited scale. For example, 
a 1912 National survey of 'feeble-mindedness' of Australian school children was 
followed up in 1928 by a survey organised by the Victorian Inspector General of the 
Insane which reported findings of mental deficiency amongst school children (Miller, 
1986, p. 167-172). The Americzm version of the Binet test was trialled and adapted 
in minor ways in Australian schools (Connell, 1980, p.31). In the early 1920s a 
revision and standardization for Australia of the Binet tests was described in the 
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First Annual Report of the Australian Council for Educational Research (ACER) 
1930-31, as 'the major piece of research in Australia to date' (ibid., p.33). 
However, initially the progress of the ACER was sporadic: 
There was not much impact from research on practice in the schools, 
and there were not many individuals involved in educational research. 
The volume and quality of the work, nevertheless, had steadily 
improved and there was a small group whose work was quite 
impressive. (Connell, 1980, p.36) 
In the first thirty years of this century, testing in Australian schools was chancy and 
scattered compared with that done in Britain and the United States of America 
(Torrance, 1981) because the Australian social situation was different (Bacchi, 1980, 
p.2(X)). Life in the "new world" mitigated the fatalism of eugenicism, with great 
emphasis being placed on child health in optimum environmental conditions so that: 
Anything that we can do in the direction of inducing human beings to 
lead more simple, natural, physiological lives, with a sufficiency of 
exercise in the open air and sunlight, would tend towards greatly 
increasing the standard of health and strength. (Tmby King, cited in 
Bacchi, 1980, p.204) , 
However, whilst there was an argument for the influence of environment over 
heredity, a 'social cleansing' political rationality encouraged the segregation of 
defectives (McCallum, 1990). The economic Depression of the 1930s caused some 
concem that the "unfit" might flourish at the expense of the "flt", thereby giving 
impetus to eugenicist thinking and making policies of segregation embedded in 
humanistic discourse more acceptable. From its cmde beginnings in eugenicism, the 
mental test emerged in a refined form as a technology to 'govem individual 
differences in order to maximize both individual and social efficiency', in the 
education of the individual and for the efficiency of the institution of education 
(Rose, 1988, p. 196). 
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The 'Psychological Complex' 
Mental testing in its earliest forms of physiognomy, phrenology and criminal 
anthropology sought to establish a 'grammar of the body' (Rose, 1988, p. 190). 
These techniques preceded the theoretical expansions of psychology as a discipline 
(ibid., p.191). However as individualism as a political rationality took hold, new 
technologies and vocabularies were needed for the managing of human difference. 
Thus the discipline of psychology developed around the problem of inventing new 
techniques of individualization. As Rose points out: 'Its proponents termed it "the 
psychology of the individual" and claimed that if psychology was to become a 
scientific discipline it must become a science of the individual' (1985, pp.4-5). As 
an offshoot of psychiatry, psychology developed as a coherent and individuated 
theoretical field roughly in the period from 1875 to 1925 (Rose, 1979, p.6). 
However it is important to note that apart from the discipline of psychology, 
a 'psychological complex' has been established over time. Rose describes this 
complex which refers to the development of institutions and departments forming a 
specifically psychological community as 
a heterogeneous but regulated set of agents, of practices, of discourses 
and apparatuses which has definite conditions of existence and 
specifiable effects. (1979, p.6) 
As part of its wide ranging effects, the psychological complex has claimed the right 
to produce and disseminate scientifically valid testing programs. Through its work 
in the capillary forms which constitute its complex, it has been central to 
normalization and hierarchization processes used in sites of social administration 
such as schools so that inmates 'might all be like one another' (Foucault, 1977, 
p. 182). Conducive to the growth of the psychological complex, the population of 
schools presented the opportunity for surveys of statistical calculation to be carried 
out. Such calculations yielded information which constituted 'moral topographies' 
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(Rose, 1988, p. 184) because: 
For a domain to be govemable, one not only needs the terms in which 
to speak and think about it, one also needs to be able to assess its 
condition. (Latour, cited by Rose, 1988, p. 184) 
This acquisition of 'moral statistics' (Hacking, 1981; Hunter, 1988) made possible 
the normalization of individuals through detailed and continuous evaluation which 
established a grid of codeability of personal attributes. They act as 
norms, enabling the previously aleatory and unpredictable 
complexities of human conduct to be charted and judged in terms of 
conformity and deviation, to be coded and compared, ranked and 
measured. (Rose, 1990, p. 133) 
Thus the invention of psychological tests of the pen and paper variety 
allowed norms provided by the population of schools to become calculable across 
large numbers. This made possible the distribution of individuals according to ranks 
or grades in order to mark the gaps, to hierarchize qualities, skills and aptitudes, 
and ultimately to deal out punishments and to bestow rewards. For their part in these 
individuating processes, the psy disciplines and their techniques were disciplinary 
technologies in their treatment of the individual (Foucault, 1977). The next section 
will investigate how Queensland education became involved with ideas of 
segregation and selection by way of psychology through the emergence of the 
psychological complex in Queensland. 
Taking up the Idea in Queensland 
Although not initially equipped in terms of the psychological complex to the 
same extent as Victoria or New South Wales, ideas of educational segregation in 
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Queensland emerged as a way of treating children who presented obvious sensory 
differences and physical differences and who therefore displayed "abnormal" 
functioning. Segregation was done in two ways: firstly through the work of 
voluntary organizations and secondly through special education services (Swan, 
1978). In some areas of provision, a combination of both forms existed. 
The setting up of the Institute for the Deaf, Dumb and Blind in 1893 with 
twenty-two 'inmates' (Report of the Secretary for Public Instmction for 1893, 1894 
cited in Swan, 1978, p.3) is an instance of the state taking responsibility. This 
provision replaced a former one of sending such children to Sydney to be educated 
at a similar institution there, but with considerable cost to the State govemment. In 
1888 it was claimed that the cost of educating handicapped children was eleven 
times greater that of educating non-handicapped children (Swan, 1978, p.3). By 
1931, the Blind Deaf and Dumb Children Act of 1924 was administered by the 
Department of Public Instmction (Cunningham and Pratt, 1940, p.239), whilst the 
Queensland Society for Crippled Children in 1934, under the control of the 
Education Department, provided accommodation which contained: 
an open-air schoolroom, and workshop supervised by a splint-maker 
and trade training master, a massage block, a dental room, domestic 
science quarters and all-weather playroom for children. (Cunningham 
and Pratt, 1940, p.253) 
In 1949, the Queensland Spastic Welfare League was founded as a result of 
community pressure, to cater for the educational needs of the cerebral palsied, a 
group which had formerly been considered 'ineducable' (Swan, 1978). 
In contrast to the administration of sensory and physical differences, the 
problem of mental deficiency did not have a social acceptance, plagued as it was 
with stigma and prejudice bound up with social class. In educational terms, this was 
an area of abnormality which was described as "feeble-mindedness" or 
"backwardness". It was believed that parents of defective children were 'largely ill 
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educated and inarticulate [and] were unable to organise self-help or muster public 
sympathy for their children' (Logan and Clarke, 1984, p. 15). The problem of 
mentally deficient children had been presented as an issue for the First Conference 
of Australian Directors of Education in 1916. Their resolve was to establish special 
schools of the Montessori type, 'to which children mentally deficient may be sent for 
special instmction' and to educate children 'who are lower than normal mentally, ... 
in ungraded classes' (Resolutions passed by the Conference of Directors of 
Education, July 1916, cited in Swan, 1978, p.8). The intervention of World War 1 
stymied such initiatives and it was not until the 'twenties that voices such as the 
Queensland Branch of the British Medical Association, concemed about the problem 
of lead poisoning in children, and the National Council of Women called for the 
establishment of some special schools for "backward" children (ibid., p.9). In 
comparison to the moves made to manage physical difference, the slowness of 
provision for the backward child can be attributed to factors such as the low priority 
on education in general and the 'primitive assumption' that if children failed in 
school it was simply 'their own fault'. This kind of apportioning of blame could not 
be used in the case of blind or deaf children (Logan and Clarke, 1984, p. 15). 
Initial moves to manage the problem presented by backward pupils were 
made in 1923 when the Department of Public Instmction sent two teachers to New 
South Wales to gain first hand knowledge of what was being done by special 
educators in Sydney schools (Wyeth, 1955, p. 183). The classes were to aid children 
who were merely 'backward' and those who were 'subnormal' (ibid.). This idea 
was taken up by a District Inspector of Schools, Bevington, and it was largely this 
figure who was responsible for the organization of special 'backward' classes and 
later schools, marking a period of growth in educational provision for such children 
from 1923-1935. Bevington made home visits to gain 'an insight into the actual 
living conditions of the child' and he also 'rejected' children on the grounds of 'bad 
reputation, want of cleanliness, unfitness generally' (Swan, 1978, pp. 13-14). The 
last category could be conveniently used to exclude those children who were 
considered to be 'ineducable'(ibid.). As in other westem democracies, these 
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children were often institutionalised with their care and custody becoming the 
responsibility of a state department of health. There was provision within the 
Queensland Education Act to exclude children who did not conform to the 
'disciplinary pattem of the school'. In fact, putting the child "away" was a socially 
acceptable way of coping with moderately and/or severely subnormal children in the 
'twenties (Swan, 1978, p. 16). In 1953, the Queensland Sub-normal Children's 
Welfare Association was set up for the 'moderately and severely handicapped' for 
children who had hitherto been excluded from schooling by the Backward Persons 
Act of 1938 (Swan, 1978). This had been an iniquitous piece of legislation which 
had lumped mentally handicapped people into the same institutions as the mentally ill 
(ibid.). 
Recmitment of those who were not already excluded by the catch-all nature 
of such criteria was carried out via mental testing with IQ tests (the First Revised 
Stanford Binet and later, the Phillips Australian Revision of the Binet) used to 
determine entry (Swan, 1978, p. 15). Interestingly, Bevington was constrained to 
state that the IQ tests used were but a 'guide' and 'cannot be regarded as giving an 
exact measurement' (Report of the Secretary for Public Instmction for 1928, 1929, 
pp.68-69), but nevertheless he saw his role as one of visiting the 'ordinary schools, 
selecting suitable pupils, interviewing parents, and arranging means of conveyance to 
and fro' (ibid.). Although there was a distinct tentativeness in the discourse, 
nevertheless the interventionist nature of the psy disciplines authorised policy and 
practice. 
Emphasis was placed by Bevington on 'retums', especially in his 'Grade A 
Opportunity Schools'. These were children who were backward although 
'satisfactorily intelligent', with reasons for retardation categorised as 'physical 
defect, nervousness, debility, accident, irregularity of attendance, late start at school, 
... slightly subnormal' (Report of the Secretary for Public Instmction for 1928, 
1929, p.68). He reported glowing changes in their attitudes and progress: 
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In all the schools the boys and girls are handled in a very kindly way, 
and the children appear to love their schools and to be interested in 
their work ... Children are trained to be self-reliant, considerate for 
others, respectful, and willing. They show a high degree of control, 
appear to gain rapidly in confidence, and take a keen interest in 
beautifying their schoolrooms. (Report of the Secretary for Public 
Instmction for 1928, 1929, p. 69) 
Bevington fumished a table showing that 96 out of 325 children in this category had 
been retumed to normal classrooms (ibid.). Reported as a mark of success in 
liberating discourse, this action is indicative of the normalization process since the 
idea of retuming children to the "normal" classroom when possible also had the 
effect of keeping the practice of segregation within the discourse of child 
improvement. In fact. Swan (1978, p.9) in similar liberal humanist discourse refers 
to this as a period of 'educational renaissance'. However, in terms of 
power/knowledge, the child through the normalization treatment had already 
become a "case" as evidenced thus: 
By means of a card register the history and progress of each child can 
be readily seen, and comparison made between the mental condition 
and state of instmction at the times of entrance and leaving. (Report of 
the Secretary for Public Instmction for 1926, 1927, p.79) 
A stigma of selection and segregation accompanied placement of children in a 
'backward school', more popularly termed the 'dunces' school'. Bevington directed 
that the name of the special classes be changed to 'opportunity classes' (Bevington, 
Report of the Secretary of Public Instmction for 1926, 1927, p.78). The language 
used had a different meaning to Opportunity Schools in New South Wales which 
were selective schools for the intellectually gifted. However cosmetic changes in 
name could not mitigate the stigma attached to the Opportunity Schools in 
Queensland through their association with 'the sad reality that most children in this 
disadvantaged group came from poorer homes', thereby marking them off formally 
from other areas of special education (Logan and Clarke, 1984, p. 15). 
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Indeed, the flexibility of the criteria for entry to opportunity schools or for 
exclusion from them targeted those who experienced the effects of poverty in their 
home background, thereby precisely demonstrating eugenicist reasoning. However, 
whilst the eugenics paradigm influenced thought, action was precipitated by 
administrative demands: 
The individual entered the field of knowledge, not through an abstract 
leap of the philosophical imagination, but through the mundane 
operation of bureaucratic documentation. (Rose, 1990, p. 134) 
Action was based on ideas about providing an improved educational environment for 
backward children because this was identified as a modem problem which needed 
modem techniques to deal with it. It was estimated that, 'one to two of each 
hundred children in any modem community have mental capacity below that usually 
regarded as normal' (Report of the Conference of Directors of Education in Perth, 
1924, cited in Swan, 1978, p.26). Treatment of the defective child was to be 
brought about by the 'personal influence of teachers with understanding and 
sympathy', in classes which did not exceed twenty students so that each child would 
be able to 'regain the educational status appropriate to his [sic] age' (ibid). Ideas 
about improving the child were linked, albeit in a contradictory way, with eugenicist 
reasoning that a child is bom all that s/he may become. In terms of 
govemmentality, the aims of improving the lot of the individual instigated action. 
In the practices of managing difference, problems associated with labelling 
and categorising persisted because the vocabulary and language of psychologism had 
not yet firmed. Even by 1940 there were many areas of confusion about 
classifications as applied to the "mentally handicapped". Eventually, medical, 
sociological and psychological assessments of the condition were combined in a 
definition which revealed a 'tendency among specialists to agree that mental 
deficiency is not a single entity' (Cunningham and Pratt, 1940, p.262). A 
combination of significant elements presented a fuller description: 
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The concept of feeble-mindedness requires not one but three criteria, 
namely, social incompetence, mental incompetence and arrested 
development ... Before a person can be considered feeble-minded his 
[sic] low intelligence must be shown to have been arrested in 
development and it must also be shown that the low intelligence is 
accompanied by sub-marginal social competence. (Doll, cited by 
Cunningham and Pratt, 1940, p.262) 
This confusion is an important indicator of the shaky theoretical underpinnings of 
segregation policy and also of the shifting political grounds of integration (Slee, 
1989, 1993; Meadmore, 1993b) which challenged segregation from the late 'sixties. 
It also exemplifies the degree of flexibility required of govemmentality. 
In 1939, as part of early initiatives to regularize the language of psychology 
in the processes of selection, a list of classifications was set out in tabular form by 
prominent psychologists (Cunningham and Pratt, 1940, pp. 264-265). Descriptors 
used were 'dull or backward', 'border-line deficients', 'feeble-minded or moron', 
'imbeciles', 'idiots' (ibid.). But there were problems associated with diagnosis as 
was evident in a 1929 survey of mental deficiency in all state schools in Australia 
which, for ease of administration, used the classifications of the Royal Commission 
of 1908 viz., 'idiots', 'imbeciles', 'feeble-minded' and 'moral defectives' (ibid., 
p.266). The competence of teachers who 'were not aware of the magnitude of many 
leaming problems' (Logan and Clarke, 1984, p.15) made the diagnosis chancy, so 
that: 
It is difficult to estimate the amount of distortion introduced into these 
figures by the inexperience of teachers in diagnosing mental 
deficiency. (Cunningham and Pratt, 1940, p.268) 
In the absence of the clarity and specificity associated with scientific validity, 
reasons for segregation and admission to special classes continued to be based on a 
combination of factors which can be summarised as "behaviour", "social 
competency" and "inscriptions on the body". Included were 'lack of 
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concentration', 'delicate state of health', 'distance from school', 'infantile paralysis', 
'nervous condition', 'plumbism', 'injury-accident', 'defective speech', 'low 
mentality', 'epilepsy' (Swan, 1978, p.21). These categories illustrate not only 
continuance of the connection between medical and educational judgements, but a 
widening of the criteria for selection, since the idea that the abnormal represented a 
threat to civilised society was still prevalent. According to Rose (1979, p. 13), the 
production of the 'norm(al)' is a 'double movement which consisted in both a 
moralization and a medicalization' and this claim is home out in Queensland. 
Social considerations were an integral part of the discourse of the 
administration of segregation. In the cause of social cleansing of degenerates, some 
eugenicists went so far as to advocate sterilization of the worst defectives (Swan, 
1978, p.31; Miller, 1986, p. 165) in an argument which centred on the notion of 
'stock' in terms of the advancement of future populations (see Rose, 1985). In 
Queensland, the danger of defectives breeding was expressed thus by Bevington: 
The dangers of marriage must be evident to all who think about the 
subject, and the call for well-govemed and happy institutions in which 
to place for all time our mentally defective boys and girls seems to me 
to be becoming very insistent. (Bevington, Report of the Secretary for 
Public Instruction, for 1928, 1929, p.69) 
In these early years, social ends were privileged over individual ends (Staines, 1959, 
p. 67) in terms of govemment. This reasoning is evident in Bevington's concem for 
mental defectives who at the age of sixteen years left the special schools/classes to 
become 'social liabilities' and therefore constituted a 'great concem by everyone 
who desires to see an uplifting of the masses' (Report of the Secretary for Public 
Instmction for 1928, 1929, p. 69). However he did consider that public opinion 
might not coincide with his view and cited laws in overseas countries which required 
sterilization. It is telling that the word "sterilization" was not used but the meaning 
was conveyed euphemistically through 'an operation as will prevent parenthood' or 
'surgical action' (ibid.). At a meeting in 1926 attended by medical practitioners who 
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were also part-time school health officers. Dr. H. St.V. Welch advocated sending 
mental defectives to a colony on an island where relatives could visit them, but 
where once segregated, 'they should never be allowed to come back and be a 
menace to society' (Queensland Times, 1926, April 6). Bevington himself was much 
in favour of placing defectives in institutions 'where they would have suitable food, 
better clothing, the best of mediccd attention and professional care' although he was 
aware that 
the love of a mother for her imbecile child seems to increase in 
proportion to his [sic] helplessness, and the moment the suggestion of 
removal is made the intensity of the parental feelings causes her to 
rise in revolt and to go to any length to keep her offspring. (Report of 
the Secretary for Public Instmction for 1928, 1929, p.69) 
Ideas about sterilization and practices of segregation, highlight the impact made by 
eugenicist thinking. Yet such radical ideas did not culminate in programs, since 
State finances prevented it (Swan, 1978, p.32). It was also reckoned that 'there 
were some difficulties, and not the least is public opinion' (Report of the Secretary 
for Public Instruction for 1928, for 1929, p.69). Public acceptance of any program 
of govemmentality is cmcial to its implementation and the reticence which 
Bevington expressed in the above report is significant to the argument of 
contingency and piecemeal application of mental testing and segregation. 
It is also important to view policy decisions in the whole realm of 
govemmentality, in that there was always some attention paid to the improvement of 
the population on an individual basis. The mentally defective child was judged to be 
a special case for treatment in terms of the welfare of the individual. This is evident 
when Bevington, writing about the nature and function of the Opportunity B classes, 
expressed a concem for democracy thus: 
In these democratic days, when the tendency is to give more and more 
attention to those at the bottom of life's ladder, it seems to follow as a 
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natural corollary that the weakly-minded child, who is so badly 
handicapped, should receive increased attention to his [sic] school life. 
The bright, brainy boy will rise easily. His ability will gain for him 
friends, honours, attentions, and plenty of these prizes which the 
world bestows on its fortunates: on the other hand, the imbecile 
cannot rise, is laughed at by his fellows, pushed aside by his 
companions, and destined to be deprived of the joys of success. 
(Report of the Secretary for Public Instmction for 1929, 1930, p. 63) 
Yet initiatives taken did not compare favourably 'with the best that other countries 
can offer' and it was thought that the solution could be found in 'a greater awareness 
of the problem as a whole and the co-operation of experts from the various related 
fields in achieving a unified policy' (Cunningham and Pratt, 1940, p.299). 
Bevington's efforts epitomise Cunningham's disappointment in what the latter 
perceived as lack of unity and illustrate the piecemeal and contingent historical 
development of special education in Queensland. For example, when Bevington was 
promoted away from his Opportunity schools to Head Office in 1935 there was a 
subsequent decline in the organization and operation of opportunity classes (Logan 
and Clarke, 1984, p. 16). Some classes were closed, whilst others had children 
admitted without being tested for their suitability, resulting in administrative chaos in 
this area. Additionally, the Second World War had brought its own problems of 
staff shortages and without a systematic recmitment policy, special classes had 
become the 'repository of a heterogeneous group of children rejected by teachers as 
incapable of working in the ordinary classroom' (Swan, 1978, p.34). 
Post-War Shifts in Policy and Practice 
From the early 'fifties onwards there was a second period of growth in 
opportunity classes (Swan, 1978, p.44). A review of special education in 
Queensland in the 'fifties pronounced the facilities for the intellectually handicapped 
to be the worst in Australia (Swan, 1978, p.37). Another report made by a British 
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Inspector of Handicapped Children, Lumsden, concurred with the first report's 
findings and issued a waming about the consequences of 'half-hearted proposals' in 
the area of opportunity schools (Swan, 1978, p.39). However, the official response 
to these criticisms was one of sanitization as no responsibility was accepted for the 
flaws of the system (see Watkin, Report of the Secretary for Public Instmction for 
1953, 1954, p.23). Apart from passing on 'the benefit of his experience', it was 
stated cryptically that Lumsden's visit 'should yield lasting dividends' (ibid., p.24). 
Due to the war, initiatives to improve the situation, such as the appointment 
of a psychologist, the selection of a group of teachers for training as school guidance 
officers and the preparation of record cards had been postponed (Waddington, 
Radford and Keats, 1950, p.60). It was not until the Research and Guidance Branch 
of the Department of Public Instmction was established in 1948 that the 
psychological complex became more firmly institutionalised. Dissatisfaction with ad 
hoc arrangements opened the way for the psychological complex to establish itself as 
an apparatus whose agents were professionally equipped with 'expertise' (see Miller 
and Rose, 1990, p.2). Under the direction of William Wood who had worked with 
the ACER in Melboume, the psychological complex was able to formally assemble 
itself as an institutionalised body of professionals who could make useful 
organizational decisions, such as determining entry to opportunity schools: 
As from the beginning of 1950 all children for whom admission is 
sought to metropolitan Opportunity Classes are referred first to this 
Branch for a psychological examination. Following interviews with 
parents, recommendations are made regarding educational placement; 
individual reports are sent to the teachers in charge of Opportunity 
Classes in cases where recommendations are made for admission 
thereto. (QPP, 1951-2, cited in Swan, 1978, p.36) 
There was a change in the way the agents of the psychological complex, that is to 
say the guidance officers, were viewed by teachers. Because guidance officers were 
made available to investigate 'problem cases' in regular classrooms (Watkin, Report 
of the Secretary for Public Instruction for 1951, 1952, p.28), the confidence and co-
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operation of teachers in the work of the guidance officers increased (ibid.). As has 
been shown in Chapters 2 and 3, the State govemment was experiencing great 
difficulties in the management of education because of increased numbers of children 
and inadequate spending on education which made teachers' work very difficult and 
stressful. This situation made any assistance seem desirable, especially as it came in 
the form of "expertise" which might be able to alleviate some of the problems. 
Such expertise took on a therapeutic effect, reflecting its knowledge base, 
psychology. 
As the psychological complex became established in Queensland, it expanded 
its kingdom, buoyed by the success of similar research and guidance activities in the 
other States. Its liaison activities with social administration sites such as the School 
Health Service, the Psychiatric Clinic, the Soldiers' Children's Education Scheme, 
the Legacy Club and the Juvenile Employment Bureau (Watkin, Report of the 
Secretary for Public Instmction for 1951, 1952, p.29), and especially through its 
strategic links with special education, a steadily growing sector, underlined the place 
of the Research and Guidance Branch in the regulation of the social. In 1951, 
twenty-six metropolitan schools were visited regularly by a guidance officer. 
However, resources in terms of personnel did not stretch to country schools, whilst 
secondary schools were under-resourced. The efforts of guidance officers had to 
extend throughout the system, from the 'handicapped' to vocational guidance at head 
office (ibid.). 
In the regime of tmth where psychology was in its ascendancy, the Branch 
developed its role as it tried to come to grips with the parlous state of opportunity 
classes and special schools. Its selection powers were increased, taking over from 
headteachers' recommendations for placing children in opportunity schools. As an 
illustration of growth, in 1954 there were 260 children attending opportunity schools 
and classes whereas in 1961, there were 1,128 children in eleven schools and five 
classes (Swan, 1978, pp.41-42). In 1959, those in opportunity schools were 
categorised as 'slow leaming', 'severely mentally retarded ... incapable of formal 
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leaming', and 'intelligent ... [but] scholastically backward'. By this time it was 
stated that 'it is not expected nor intended that more than an exceptional few 
children will transfer back to a primary school after a period in an opportunity 
school' (EOG, 1959, 8, p.298). Bevington's idea of 'returns' was all but 
disappearing, perhaps because through the use of more statistically reliable tests, 
administrators felt that the initial diagnosis was more accurate and therefore 
treatment more legitimate. 
Underlining action was always the concem for administrative expediency and 
the plight of an opportunity school in Ipswich illustrates this claim. Because this 
school was found to be lacking in numbers of pupils, a recmitment drive took place 
in neighbouring schools and successfully secured the required numbers to keep the 
school administratively viable (Report of the Secretary for Public Instmction for 
1951, 1952, p. 29). This example testifies to both the power invested in the 
psychological complex and to the idea that growth and progress were measured 
though increases in the numbers of children tested and admitted to opportunity 
schools (see EOG and Reports of the Secretary for Public Instmction and Ministers' 
Reports, 1945-1964). 
Later the work of the Branch became more diversified and it also carried out 
investigations into such areas as school leavers, migrants, reading skills and the 
effects of television in the classroom, all of which were reported officially (Report 
of the Minister for Education and Migration for 1961, 1962, p.4). Such research 
activities were taken up when testing for placement purposes had become 
institutionalised as policy and practice. 
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Taking up Positions 
As an apparatus of govemment, the Research and Guidance branch was 
initially dependent on the ACER for both testing instmments and their research. In 
its early years the ACER had been mainly concemed with conducting investigations 
into educational achievement in arithmetic, reading and intelligence in proportions 
hitherto unattempted in Australia (Connell, 1980, p. 65). Intelligence tests were 
administered to 30,427 school children aged 8-14 in state schools throughout 
Australia in 1936 (ibid., p.72). Overall, progress of the psychological complex was 
slow because there was still some reticence in the education sector about testing, an 
attitude which irritated Cunningham, the chief executive and avowed eugenicist, who 
complained that, 'no Australian authority has yet made use of such tests except in 
experimental and tentative fashion' (Connell, 1980, p.75). This situation changed 
after 1938 as States such as New South Wales bought tests for use in large-scale 
testing programs, a practice which some of the other states adopted also 
(Cunningham and Pratt, 1940). At this stage, Queensland still retained the 
Scholarship as its major selection device and used mental tests in more piecemeal 
ways (e.g. for vocational guidance purposes). 
Statistical information which could be used by administrators to test standards 
was increasingly an attractive proposition. For example, in 1956 the EOG (6, 
p. 175) presented statistical comparisons between the 1933 ACER tests of "silent 
reading" with results on the same tests carried out in 1955. At first glance it seems 
alarming that the twenty year old tests could be reused, but pupils' set reading 
material (Queensland Readers) had not changed in a substantial way from 1914 until 
the 'fifties (Taylor, 1993a). The tests were used as valid indicators that 'there has 
been no change in standards of any consequence in the past twenty years' (EOG, 6, 
1956, p. 179). 
When Australia-wide tests in arithmetic given in 1931, 1933, and 1946 
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showed that Queensland was outstanding in this area but only occupied 'an 
intermediate rank' on tests of reading (EOG, 1956, 6, p. 175), this finding opened up 
discussion and criticism of a curriculum which was biased towards efficiency at the 
price of cultural understandings. It also went some way in exposing both inadequate 
govemment spending on reading materials and a pedagogy which was bound up by 
repetition of rote facts and "brain teasers" in arithmetic and grammar rather than 
with a broader view of education. In the logic of the 'fifties it seemed that reading 
was also being subjugated to the latest media innovations, since: 
In spite of the extension of radio, television, and other modem media 
of communication, skill in reading is more important than ever before 
for civic, vocational, and personal reasons. (EOG, 1956, 6, p. 175) 
The expertise offered by the ACER was drawn on for further research 
investigations. Acceptance of its work was due in part to its war effort when it had 
been involved with testing and guidance procedures in the armed forces, and with 
govemment departments involved in activities related to the war (Connell, 1980, 
p. 134). Through initiatives such as supplying tests to departments of Aircraft 
Production, War Organization and Industry, Supply and Shipping, Postmaster-
General and the Repatriation Commission, the ACER made a 'wide impact and had 
gained national recognition in the educational, welfare and personnel fields' (ibid, 
p. 136). After the war, the ACER emerged as a body dependent on state finance, 
and therefore used by govemments in programs of govemmentality. 
A testing division of the ACER supplied an increasing demand for tests to 
facilitate administration of 'retardation' in the classroom. For instance, in 1949 the 
ACER analysed data relating to 'retardation' or 'non-promotion' (e.g. in Tasmania 
only 36 per cent of all children were to be promoted from Grade 1 to Grade 4 
without being 'retarded' at some point along the way) (EOG, 9, 1957, p.248). In 
successive years, teacher reports on "retards" were collated to produce age-grade 
tables which made comparisons easily discemible. By showing graphically that say. 
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on average, two children in a class of fifty were not promoted to the next grade 
level, attention was focussed on the practice of retardation, redefining it as a 
problem that required treatment. Drawing on overseas research, a case was made 
by linking statistics with child development theories to discredit this practice. Whilst 
some of the obvious limitations of research into non-promotion in the 1950s were 
recognized by the researchers, reports were written in progressive mode which 
linked desirable administrative practices with the well-being of the individual child, 
thus: 
If, ... retardation is harmful to the personality development of the 
child (and especially to the older child), the practice should largely 
disappear. (Research and Guidance Bulletin, cited in EOG, 9, 1957, 
p.256) 
Certain reservations were held about the workings of the psychological 
complex. Not everyone was convinced of the worth of the ACER, according to the 
popular press: 
Few people realize that education in Australia is ... being probed 
scientifically by a body few people have heard of, but whose work is 
rapidly becoming more comprehensive. The Australian Council for 
Educational Research is like the British Navy - it works silently. 
(Brisbane Telegraph, 1945, August 1) 
Through the expanding psychological discourse, the general public, whilst they 
might not have specifically known about the workings of the ACER, were becoming 
more familiar with and accepting of psychological tests through their wider 
application on the population. 
After the war, the ACER'S research work fired the imagination of some of 
the more progressive educators and administrators. These reports were seen as the 
answer to pleas by the better educated visionaries of the QTU (such as 'Vigilate') 
for initiatives to be taken by teachers to make research an essential informant for 
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policy and practice: 
Research in education is as supremely valuable to teaching as research 
in the sciences is in these respective fields; and as with the scientist, 
the tmly progressive teacher cannot afford to ignore what research can 
and does give him [sic], if only for the sake of the children, who after 
all, are the being that give education its existence and objectivity. 
('Vigilate', 1950b, p.4) 
The focus of research had a child-centred axis by this time because it was closely 
linked to the needs of the child as it 'brought ... into a new focus, his [sic] mental 
and psychological lineaments being more clearly defined' (ibid.). Research findings 
about pedagogical practices were well received by the QTU. It even seemed that 
anti-intellectual, complacent and conservative teachers might lift their game by 
becoming researchers themselves ('Vigilate', 1950b, p.4). Educational research also 
became more thinkable as a worthwhile and necessary activity because it was linked 
with "modem developments" in curricula (e.g. the 1952 Primary Syllabus). At the 
local site of the school, the work of the Research and Guidance Branch came to be 
considered useful for informing pedagogy and deciding administrative policy since: 
Research has been only one of the major influences at work, but it has 
been an important one in changing teaching practices and educational 
administration. (Neal, 1959, p.49) 
For example, a continuing topic for research centred around chronological age. The 
practice of placing children in classes according to age had been argued for on social 
rather than on academic or personal development lines. The basis for this could be 
located in research findings that had indicated that damage could be done to the child 
by separation from his/her age group. Indeed one of the innovations of the 1952 
Syllabus was the grading and promotion of pupils mainly on the basis of age 
(Greenhalgh, 1957, p.92). This differed from earlier tactics of using attainment in 
school work as the major determinant (Connor, 1955c, p.8). 
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Studies which used psychological assumptions linked with social needs 
marked an important historical shift. By using 'age' as a basis of research in such 
studies, the importance of normative analyses on the captive populations of schools 
was established. 'The individuality of each child could be grasped in relation to the 
norm' (Rose, 1988, p. 193) and through this process the human individual had 
become calculable and manageable (ibid., p. 195). 
Teachers as Psychologists 
In the post-war period of expansion of the psychological complex, 
experienced teachers in Queensland were sought after to become guidance officers 
because the teacher/psychologist was the person considered most appropriate for the 
job. It was argued that. 
the person best fitted to give 'guidance' to pupils is the class teacher 
and not the remote psychologist whose services are rather reserved for 
more specialised and restricted purposes. To the extent that the 
teacher may fulfil this role, he [sic] must be soundly trained in the 
first principles of the human material with which he is dealing and not 
so much with the logical, subject-matter, reproductive approach, 
which has too often characterised teaching methods of the past. 
(Connor, 1953c, p. 18) 
Such an argument reflected how psychological discourses were positioning teachers 
as agents of the psychological complex. According to Schonell and Schonell (1950, 
p.l), the use of 'objective measures comparable from area to area, school to school, 
and pupil to pupil may do much to assist administrators to make their planning more 
scientific, and teachers to make their instmction more effective'. The classroom 
teacher was now also operating in the discourse of psychological expertise, and tests 
were made available for classroom use, supposedly to enhance pedagogy. In fact 
modem pedagogic practices rely heavily on concepts derived from developmental 
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psychology as constituting the modem 'tmth' about pedagogy (Walkerdine, 1986, 
pp. 58-60). These ideas are further explored in the next Chapter. 
The EOG announced that a 'post-graduate diploma in educational psychology' 
would be offered in 1953 at the University of Queensland (1952, 10, p.248). The 
training in this course included 'diagnostic and remedial work with backward 
children, methods of treatment of maladjusted children through play therapy, and the 
treatment of physically handicapped children, particularly those suffering from 
cerebral palsy' (ibid.). In addition a course of three months' duration in 'diagnostic 
testing and remedial teaching' was offered in 1953 as a 'practical training course in 
methods of diagnosing difficulties in reading, spelling, written English and 
arithmetic, and in planning remedial work for backward children'. Teachers were 
seconded from the Department of Education to participate in this course, and as 
more "experts" emerged, there was a parallel growth in the numbers of mildly 
intellectually handicapped children (Swan, 1978). In order to recmit teachers for the 
position of guidance officer, advertisements were placed in the EOG (see 1956, 9, 
p.l) which indicated that 'practical skill and experience as a teacher' were important 
criteria for selecting teachers who wished to undergo training in guidance. 
Possession of a university degree with preferably two years' study of psychology 
was the second criterion, with a degree in education or study towards that degree 
listed as an advantage (ibid., p.l). 
The practical emphasis of teacher participation was significant since it 
provided the space for teachers to become firmly lodged in the workings of the 
psychological complex. Schonell made it clear that teachers' special empathy with 
the psychological discourse made them highly eligible to become more involved 
because, 'although they may not have read those tomes on child psychology, ... they 
display an effective psychological attitude' (QTJ, 1953, 4, p. 10). This stance was 
supported by the Research and Guidance Branch. Whilst it represented a sound 
practical basis for psychologism, which helped to fashion it into its present 
'therapeutic' character (Preston and Symes, 1992) as a means of amelioration of 
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"problems" in the classroom, it did present other concems in the long term (e.g. that 
of using relatively unqualified people to carry out testing techniques). In some ways 
the practices of enlisting teachers illustrates the nature of panopticon power, since 
the person in the tower did not need to be a high ranking bureaucrat or a 
professional "expert"; conscientious functionaries could do the job. 
Teachers, along with their students, became both subjects and objects of the 
psychological discourse which presented "tmths" about what children should be like 
and how teachers should respond to the developing child (Walkerdine, 1986, pp. 58-
59). Rose (1990) deftly and convincingly shows how rather than being coerced, 
individuals through initial regulation, come to be self-regulating citizens whose very 
individuality had been produced within the discourse. Whilst there is much current 
evidence for the claim that 'no pupil escapes the amateur psychologizing of the 
teachers' (Kapferer, 1990, p.42), students themselves as self-regulating individuals 
were "free" to define their psychological consciousness within the psychological 
discourse. The maintenance of this 'freedom' was dependent on a rationally ordered 
and govemed social order within the classroom (Walkerdine, 1986, p.60). 
Moreover, this freedom was inextricably defined through the notion of bourgeois 
individuality (ibid., p.61). (See Chapter 5.) 
'A Human Sorting House' 
The psychological gaze was directly applied to the normal population through 
efforts to give vocational guidance. Edwards described it thus: 
Viewed broadly, guidance is a process of helping the individual to 
discover and develop his [sic] best potentialities for personal happiness 
and social usefulness. Guidance is a talent search - a search for every 
child's special gifts. By means of observation, interviews, tests, and 
other techniques every pupil is helped to discover his potentialities -
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his abilities, interests and needs. (Report of the Secretary for Public 
Instmction for 1949, 1950, p.20). 
This practice of using psychological tests for guidance purposes had become 
acceptable by the late 'twenties: 
The tests have value, however, in establishing on a scientific basis 
those opinions which have been more or less vaguely formulated; and 
the tests may be used by teachers as a means of self criticism, and, 
occasionally, of self defence. Teachers must remember, however, 
that the mere fact of inferior intelligence does not release them from 
their obligations. Such intelligence may limit their work, but a 
teacher's duty is to make the most of the intelligence with which the 
child is endowed. (Queensland, Department of Public Instmction, 
1951, p.33) 
The problem of students not choosing their occupations wisely precipitated 
the need for govemment to intervene, resulting in an 'extensive experiment' in 1932 
when pupils in four large metropolitan schools underwent tests of intelligence and 
of mechanical and clerical aptitude for reasons of vocational guidance. Parents and 
students also completed questionnaires whilst a radio station provided a series of 
talks on guidance and occupations on a weekly basis (Queensland Department of 
Public Instmction, 1951, p.33). A Juvenile Employment Bureau for a time was set 
up to help students and their families decide on jobs/careers and to facilitate 
placement of school leavers in commercial, industrial and mral sectors (State 
Education in Queensland, n.d. p.71). In a society where technical skills were of 
increasing importance, the need for vocational guidance at this time was predicated 
on the assumption that parents could not be tmsted to guide their children during the 
vulnerable adolescent years (Holbrook, 1990, p. 134). Thus, through the move to 
guidance, govemmentality was further extended by direct input from the state in the 
form of expertise. 
Vocational guidance, it was argued, was especially pertinent to the last year 
of primary schooling when decisions conceming a child's educational future had to 
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be made, because it was argued that 'the seventh grade year is a critical one in a 
child's schooling ... a choice has to be made between education and immediate 
employment' (EOG, 1950, 4, p.62). The retention of the Scholarship had created a 
space in which the Research and Guidance Branch could prosper, because of the 
need for vocational guidance for students leaving school at the age of fourteen years. 
In fact, vocational guidance as a program of govemment, operated as a 'human 
sorting house' (Rose, 1988, p. 189). The main focus of the Research and Guidance 
Branch in Queensland was the development of suitable psychological tests for use as 
instmments to guide students in their decision to leave school or to continue on to 
appropriate secondary schools (Logan and Clarke, 1984, p. 16). 
An analysis of age-grade tables by the Director-General in 1949 had 
suggested that 'at least 40 per cent of all Queensland pupils are not completing 
seventh grade' (Edwards, Report of the Secretary for Public Instmction for 1949, 
1950 p.23). Additionally, for those continuing to secondary schooling, the 
administration in often under-resourced schools would presumably be aided by 
knowledges gained from testing which would facilitate placement in streams and 
courses, thereby making schooling more efficient by the elimination of 'misfits' 
(Holbrook, 1990, p. 134). Vocational guidance as an 'efficient technique' was seen 
as a way of circumventing the 'social wastage of round pegs in square holes' (Haine, 
1961, p. 190). Children were assessed with respect to general intelligence, 
educational standard, special abilities, special interests and hobbies, temperamental 
and moral qualities, as well as health and general physical condition (ibid.). Of all 
these factors, 'general intelligence' was the most important so that from a table of 
occupations grouped according to the IQ level required for each, it was possible for 
the psychologist to give vocational guidance 'with a very high degree of accuracy' 
(ibid.). 
Edwards wanted guidance to become a necessary part of education. To this 
end he asserted that 
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guidance must be treated as any other branch of applied science must 
be treated. It is not a mystic craft which has flowered full-blown in 
the mind of some seer. It is a constantly developing set of 
techniques, arising from rigorous and prolonged research and carried 
out by fully trained personnel. (Report of the Secretary for Public 
Instmction for 1949, 1950, p.22) 
Thus guidance officers were supposedly of the highest calibre of education personnel 
(Edwards, Report of the Secretary for Public Instmction for 1949, 1950, p.23). They 
worked mainly in schools, testing students and providing information and advice. 
For instance, in 1954, educational and vocational guidance was provided to 2,460 
pupils in twenty-six state primary schools and 740 students in metropolitan and 
country state secondary schools. Testing was supplemented with personal 
interviews, along with relevant data provided by classroom talks, films and 
pamphlets. In addition, guidance was given to 960 students from country districts 
and non-govemment schools at branch headquarters (McDonnell, Radford and 
Staurenghi, 1956, p.83). 
However, as Holbrook (1990) has shown in her study of vocational guidance 
in New South Wales and Victoria, not all children allowed themselves to be 
positioned on the advice of the guidance officer or of their parent/s. In many 
instances, parents also resisted the advice of the guidance officer for their children's 
future directions. This research was centred in the period before the war, and 
guidance was viewed more as a controlling arm of the state than for the welfare of 
the individual. Nevertheless, vocational guidance flourished in the post-war years in 
Queensland. Through their expertise in testing, guidance officers as agents 
increased the mandate of the psychological complex, especially from 1948 (when the 
Research and Guidance Branch was established). In 1963 there was a shift in 
technique which impacted on the psychological complex. As will be discussed in 
Chapter 6, a large-scale program of standardised tests was devised for testing of 
pupils in their final grade of primary schooling. Although teachers were used to 
administer these tests to their own classes, the practice of the "October Tests" served 
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to underwrite the importance of the psychological complex in Queensland. 
Local Debate about IQ Testing 
Whilst the use of psychological testing for guidance purposes was accepted 
on the grounds of promoting order and efficiency in an era when industrialization 
was needed in the state's economic interests, some resistance was evident but not yet 
linked with theories of ideological/philosophical domination. It was not until 1968 
that L.M. Dunn's watershed article influenced guidance officers and ushered in an 
anti-testing period in Queensland based on allegations of cultural and social 
discrimination. 
Consistently from the time of Bevington's waming about their validity, 
caution had been advocated in the wholesale use of tests. This caution also extended 
to criticism of the 1944 Education Act in Britain for the IQ component of the 11 
plus examination. Whilst, educators and administrators, ever in Anglophile 
deference, tended to see innovations in Britain as being progressive and sound, it 
was obvious that: 
In spite of the racial and cultural links with the Mother country, the 
Australian teacher visiting Britain finds himself [sic] in a different 
educational world altogether from the one to which he is accustomed. 
(Connor, 1953a, p.6) 
Although Connor (ibid. p.8) considered the act laudable as a 'stimulus and a goal' in 
terms of decentralization, child-centred curricula and community enthusiasm, he 
reported that the selection function through the tripartite policy was indeed 
'controversial'. The British system was criticised for its lack of flexibility in terms 
of administrative and organizational convenience (QTJ, 1951, 9, p.l). For these 
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reasons, it was argued that the real interests of children who were forced into the 
separate 'moulds' were sacrificed, producing a 'harmful' effect on children, teachers 
and parents (Tribolet, 1956, p. 17). Furthermore, a contemporary British study was 
cited in the QTJ which argued that IQ was in fact not a good indicator of success in 
later education because the relationship between the secondary school selection 
examination and university performance was not high (ibid.). 
In addition, there appeared another flaw in large-scale mental testing 
programs. Whilst for a time it seemed that IQ tests could replace 'cramming', soon 
the question of 'coaching' became an issue for debate since it presented as a similar 
impediment ('Bede', 1952, p. 10). It was reported that studies in Britain had shown 
convincingly that the effects of systematic coaching were so serious that it was 
'illegitimate' to make any comparisons between the scores of IQs of groups of 
children who had different amounts of previous experience with intelligence tests 
(Rayner, 1951, p. 8). This raised the question of whether all children should be 
coached for reasons of equity ('Bede', 1952, p. 10). To make the message about the 
dangers of coaching clearer to Queensland teachers, an anecdote from the Times 
Educational Supplement was used in a couple of instances in the QTJ to illustrate the 
problem associated with coaching. It reported the headmaster of a famous northem 
grammar school in Britain asking a candidate for 11 plus whether he had done any 
history or geography recently. The child answered in the negative prompting the 
response, 'What then have you been doing in the last few weeks?' 'Well, sir,' came 
the reply, 'we've been doing quite a lot of intelligence tests' (QTJ, 1951, 5, p.3). 
To emphasize the dangers associated with coaching, writers to the QTJ (see 1951-
1953) such as Rayner, Henderson, 'Bede' and Thomson cited the impressive 
evidence which had formerly been denied by psychologists that coaching could 
appreciably affect a child's performance, a problem not applicable to those who 
were comfortably placed in the discourse, but pertinent indeed for those who were 
not as socially or culturally fortunate. Thus social and cultural disparities and 
inequalities were being recognised, although only articulated in a very limited way. 
The British example served to make Queensland educators, who prided themselves 
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on their prescriptive and routinized approach to teaching curriculum content, 
reaffirm their pedagogy and to view IQ tests warily. 
As discussed in Chapter 3, much of the discussion about intelligence tests 
focussed on the question of their suitability to supplement the Scholarship or to be a 
substitute for it. Whilst this was primarily a question of political and economic 
importance in Queensland, the influence of Schonell in his different 'hats', not least 
as a psychologist and member of the British Eugenics Society, was formidable in 
that he staunchly supported the use of mental tests in schools since 'teaching without 
use of carefully planned testing may result in a good deal of misplaced effort on the 
part of teachers, and failure and fmstration on the part of pupils' (Schonell and 
Schonell, 1950, p.l). Although Schonell had argued for the value of psychological 
tests, it was realised that in the instance of the Scholarship, one selection practice 
should not replace another since the issue at stake was politically framed. Therefore 
in this instance, the best political move was "to go for broke" to remove the barrier 
to secondary education, rather than to modify the Scholarship by using an 
intelligence test as a component of it. This debate is important in illustrating that 
the IQ test had not found the firm acceptance that it had enjoyed abroad. However, 
in a less specific way, the psychology of the individual had become accepted and the 
next section deals with this acceptance, although the idea is further investigated in 
Chapter 6. 
Establishing Difference 
Child study and developmental psychology as part of the psychological 
discourse of individualism positioned teachers to accept such "progressive" ways 
which resulted in treating the child as subject and object of the discourse. 
Walkerdine (1984, p. 155) explains how pedagogic practices were totally saturated 
with the notion of the normalised sequence of child development, so that those 
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practices helped produce children as the objects of their gaze. Indeed, there 
developed a union between the normalization of children as a population and the 
individualization of each child as a unique being which influenced pedagogic 
practices (see Chapter 6). 
As an example of the close association of psychology with pedagogy, 
Schonell explained 'individual differences' by drawing out the different meanings of 
'instmction' and 'education'. The latter was taken as the desirable course to follow 
since it encompassed an important change which was evident in 
the respect for the individuality of every pupil, and this means the 
need for taking into consideration the wide range of attainments, the 
differences that exist between one boy or girl and another. (Schonell, 
1952, p.ll) 
Schonell's growing influence (he became Vice-Chancellor of the University of 
Queensland in 1960) was felt in the everyday administrative and organizational 
practices of schools and classrooms by the way he addressed the notion of individual 
differences and its bearing on 'backwardness'. He wrote of the relationship of 
heredity and environment in the leaming process of the individual child and argued 
that it was only by the analysis of individual differences that backwardness could be 
diagnosed and treated (Schonell, 1942, p. 3). Although he called for an 'open mind' 
to be kept on the relationship of genetic inheritance and environment, he did contend 
that 'general intelligence' was an innate part of the individual's personality, quoting 
Cyril Burt's research on monozygotic twins. Schonell's discussion on nature/nurture 
is somewhat confused since he vacillates between bald statements such as: 
General intelligence may be defined as an inbom, all round mental 
power which is but slightly altered in degree by environmental 
influences, although its realisation and direction are determined by 
experience. General intelligence is inbom, not acquired ... 
Intelligence does develop, but only along a level of pre-determined 
potentiality, that is, to a degree commensurate with the inbom 
capacity for development (Schonell, 1942, pp. 10-11), 
179 
and more cautionary statements. For instance, in order to measure general 
intelligence he advocated the use of IQ tests because they were 'universally accepted 
in the best modem educational practice' (Schonell, 1942, p. 12), but he did wam, as 
Bevington had done in the 'twenties, that 'one should not place too much emphasis 
on the result of a single intelligence test' (ibid. p. 13). 
Schonell, like other psychologists of his era, treated the child as if it were 
"opaque" and therefore his "will to know" was focussed on measuring all aspects of 
the child from 'emotional equipment', 'character development' and 'temperament', 
through to environmental aspects such 'post-natal physical growth' and 'parental 
attitudes' (Schonell, 1942). He formulated all manner of scales and schedules as 
well as testing instmments, defining the nature of the different types of 
backwardness and then providing ways of diagnosis. Teachers were invited to use 
Schonell's tests which were included in his publications. 
Despite Schonell's influence through publications, and through his leadership 
of the Schonell Centre at the University of Queensland, the subject of intelligence 
tests per se still did not get unanimous acceptance amongst educators. For example, 
it was argued pragmatically that such tests 'cannot show whether a candidate has 
worked or not' (Roberts, 1951, p.4). Caution was also advocated by Henderson 
although he viewed the use of IQ tests as 
a very useful measure of the child's general academic ability, that is, 
leaming, or the association of new ideas, or the relating of old and 
new facts. (1951, p.4) 
Henderson argued in terms of the democratic goal of equality of educational 
opportunity that the use of an intelligence test at the end of primary school would 
'go a long way towards equalizing educational opportunity for all capable 
Queensland children' (ibid., p.5). Children who were 'temporarily backward' ... 
'through no fault of their own', would be able to show their tme potential on 
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'unbiased Intelligence Tests' (ibid.). He was arguing for the "pre-social" value of 
the tests before the critical histories showed the bias of tests for those who were 
culturally, socially or racially different, and his argument thus has a flawed twist. In 
the same debate, Rayner (1951, p.6) argued cogently against the use of an 
intelligence test, citing evidence in Britain, the United States of America and in 
other States of Australia of the failings of IQ tests as performance indicators, 
especially since the results were unreliable if coaching had taken place. 
For Queensland teacher trainees, the discipline of psychology assumed more 
importance in their professional training when Haine (a lecturer at the Queensland 
Teachers' College) wrote Classroom Psychology (1961). Its theoretical basis was 
Burt's 1955 article in the British Joumal of Educational Psychology and was a text 
especially prepared for teacher trainees to assist them in the practical application of 
psychology to students in classrooms in the Queensland context. Haine's textbook 
was influential on teacher education as it was used for over a decade. Trainees who 
studied it laboriously chapter by chapter, reaffirmed their position in the 
psychological discourse, whilst they aligned their new position as "teacher" with that 
of "psychologist". 
As opposing attitudes to the intelligence test became more apparent in the 
following decades, the test emerged in its present position as 'the prime example of 
the conflict between the absolute principles supposed to shape popular schooling' 
(Meredyth, 1992a, p.9). This tension remains in liberal and Marxist analyses of the 
debate about assessment which are couched within these oppositions so that 
'intelligence tests - and resistance to them - have been understood as the product of a 
clear antagonism between real educational principles and limited technocratic norms' 
(Meredyth, 1992a, p.9). In Queensland the debate before the late 'sixties was not as 
clearly oppositional since psychological theories co-existed with liberal humanist 
ideas about the rights of the child. The work done by revisionists cited earlier in 
this Chapter was instmmental in formalizing the terms of debate, aligning mental 
testing with widespread practices of discrimination. In terms of the quote at the 
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beginning of the Chapter, 'Vigilate' is in fact speaking as part of the oppositional 
discourse two decades before its time. It is indicative of his ability to articulate ideas 
which were not mainstream. 
Difference Inscribed 
Distmst of examinations and testing led to altemative systems of registering 
school performance, an important example being the cumulative record card. It is 
by inscription of difference on files, record cards and case histories that the 
individual enters the field of knowledge 'through the mundane operation of 
bureaucratic documentation' (Rose, 1988, p. 189). Such recordings, through their 
systematic form, help produce scholastic identity in an easily recognizable form. In 
this manner, Foucault argues that the disciplinary methods, such as those of the 
psychological complex. 
lowered the threshold of describable individuality and made of this 
description a means of control and a method of domination ... This 
tuming of real lives into writing is no longer a procedure of 
heroization; it functions as a procedure of objectification and 
subjectification. (Foucault, in Rose, 1990, p. 132) 
The bureaucratic technique of keeping dossiers on individuals was made to take on a 
"professional" veneer as a means of making the classroom practitioner more like a 
professional. The technology of the cumulative record card sprang from a new 
conjunction between the popular classroom and non-pedagogic psychiatric and social 
welfare sites such as the Guidance Clinic and the Children's Court (Meredyth, 
1992a, p. 16). Similarly, Haine (1961, p.223) likens the practice of recording 
individual information to that used by 'psychiatrists when they are investigating the 
cases of children who are emotionally disturbed, troublesome or delinquent'. By so 
doing he is linking teachers' work with that of psychiatrists, thereby giving the 
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former a dose of legitimation. 
Cumulative record cards had been used in 'secondary school, in intermediate 
schools and in the upper grades of metropolitan primary schools included in the 
guidance program' since 1949 (EOG, 1953, 9, p.228). They represented one way of 
overcoming the void that the proposed abolition of the Scholarship would leave in 
the business of "knowing" individual pupils. Discrete calculations (e.g. the 
Scholarship percentage), could be replaced with more formative assessments. The 
EOG (1953, 9, p.228) advised that a revised record card for 1954 would constitute 
'the official record of the school progress and development of all pupils in Grade 
VI1 and above'. Cumulative school record cards became part of the apparatus of 
schooling and were increasingly relied on despite earlier reticence about their 
compilation. Whilst concems had rested mainly on the pragmatics of teacher work, 
it is significant that the use of record cards as a disciplinary technique does appear to 
have been a problem in that the matter of their confidentiality and labelling potential 
were issues raised by the QTU (QTJ, 1949, 2, p.8). However, Woods, as head of 
the Research and Guidance Branch confidently stated that: 
The ultimate aim is the welfare of every individual in every individual 
school. There is a job of education. There is a job to be done. 
Cumulative record cards may be of assistance in that. That is the aim 
of everything in education - the individual child's best possible 
development. (QTJ, 1949, 2, p.9). 
The perceived good of the individual was officially placed as being of the utmost 
importance, in the rhetoric at least. However Woods' use of 'individual' had more 
to do with the placement of the individual in the discourse than with the principled 
psychological understanding of 'individual development', because the record cards 
were used for providing information within and outside the school (e.g. for potential 
employers of school leavers and for streaming and tracking practices). The record 
card as a technology of govemment was administratively efficient since its 
'information on incoming students should be available to the Principal at the outset 
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of ... schooling' (EOG, 1963, 7, p.226). The uniformity of the cumulative records 
in the routinization of education was an attractive factor, bearing a semblance to the 
panopticon through the continuity of its gaze. Guidance officers were the obvious 
experts in this inscription, for: 
Psychologists were to claim a particular expertise in the disciplining 
of the uniqueness and idiosyncrasies of childhood, individualizing 
children by categorizing them, calibrating their aptitudes, inscribing 
their peculiarities in an ordered form, managing their variability 
conceptually, and goveming it practically. (Rose, 1990, p. 132) 
Making Individuals 
Foucault has argued that discipline makes individuals (1977). In similar 
vein, the psy disciplines, such as psychology, "make" individuals by means of rather 
simple techniques and practices. As has been discussed above, test results and 
record cards inscribed individuality. As a foremnner of the profiling system 
currently being used in secondary schools in Queensland, the pupil was subjected to 
devices which located him/her in a normative field. By means of inscriptions such 
as the Scholarship percentage, the Tertiary Entrance (TE) Score and the Overall 
Position (OP) rating, scholastic identity is constituted. The power of these 
inscriptions 'categorizes the individual, marks him [sic] in his own individuality, 
attaches him to his own identity, imposes a law of tmth on him which he must 
recognize and which others have to recognize in him' (Foucault, 1982, p.212). This 
is a form of power which makes individuals subjects in the two meanings of the 
word 'subject': 'subject to someone else by control and dependence, and tied to his 
own identity by a conscience or self-knowledge' (ibid.). Scholastic identity is an 
inscription on the individual which the student carries with him/her from the school 
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into the wider society as a largely uncontested indicator of their general "worth" (see 
Chapter 3). 
The constmction of scholastic identity through the workings of the 
psychological complex in the ways outlined in this Chapter, testify to the use of 
disciplinary power, that specific technique that 'regards individuals both as objects 
and as instmments of its exercise' (Foucault, 1977, p. 170). Foucault comments that 
in a system of discipline, 'the child is more individualized than the adult' (1977, 
p. 193). Whilst treatment of the individual through dividing practices in schools is 
promulgated as being liberal and progressive, it is the separating out of the 
individual which amounts to the 'Foucault paradox' (Tumer, 1988), the point where 
individualism produces a double-edged impact because there are both benefits and 
disadvantages attached to the practical application of "control" and "individual 
behaviour". This situation occurs when the self-regulating individual of the liberal 
tradition is undermined by bureaucratic regulation, termed 'individuation'. Foucault 
(1977, p. 193) argues that, 'All the sciences, analyses or practices employing the root 
"psycho-" have their origin in this historical reversal of the procedures of 
individualization'. It is the separation of individuals into 'calculable' people 
(Foucault, 1977) by means of techniques (e.g. of psychology) that invokes 
subsequent disciplinary treatment for the individual through bureaucratic processes 
e.g. surveillance and selection. This form of power 'at one and the same time 
totalizing the power of the state and producing and specifying particular 
individualities' is Foucault's 'political "double bind"' (Ball, 1990a, p.5). In 
Queensland from 1948-1963, through its agents, practices, discourses and 
apparatuses, the psychological complex did not produce a liberated individual but an 
individuated one so that teachers could say to a child, 'You are that and no more; 
you are this and no less' ('Vigilate', 1953b, p. 13). 
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Conclusion 
By tracing early initiatives in the govemment of school populations and 
individuals therein, this Chapter has sought to understand the emergence of the 
psychology of the individual as a knowledge base for the establishment of the 
psychological complex. By investigating what happened in Britain and in other 
Australian States, it has argued that similar reasons of administration of 
"abnormality" mobilized testing in Queensland. By setting psychological testing in a 
framework of govemmentality, this Chapter has positioned practices of testing, not 
as being philosophically/ideologically driven, but rather as being necessary technical 
means for calculating, knowing and improving a population. As Rose (1985) found, 
so too did this study, that the need for the administration of difference promoted the 
use of tests. In Queensland, sensory differences and physical abnormalities preceded 
the management of the 'backward' child, but it was this figure whose segregated 
treatment from the 1920s attracted the most social stigma and prejudice. 
Testing in Queensland was contingent upon historical circumstances from 
which key figures and institutions emerged to articulate and develop the 
psychological discourse. Teachers were positioned as agents in the discourse, 
testifying to the nature and function of capillary power. Despite some of the key 
participants in the discourse being eugenicists, there was not a wholesale acceptance 
of IQ testing but a steady reliance on psychologism, bolstered by the work of the 
ACER in supplying research as well as testing instmments. As a cmcial apparatus 
of the psychological complex, the Research and Guidance Branch of the Queensland 
Department of Education flourished in its work as a human sorting house, especially 
when the Scholarship was supplemented by tests for vocational guidance purposes 
putatively in the individual's best interests. The year 1963 marks a discontinuity in 
testing practices in Queensland will be explored in detail in Chapter 6. 
Normality and abnormality were defined and redefined as more fine grained 
and local testing instmments were developed which signalled different treatments. 
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As programs of govemment, the initiatives of the psychological complex constituted 
powerful effects in the positioning of pupils and their teachers. The individual was 
"made" in his/her individuality through the power of the psychological discourse. 
The individuation process positioned the child as subject and object of the 
psychological gaze. In terms of govemment, the child was more closely known and 
therefore could be treated in a more individuated way. This situation exemplifies 
the double bind of the 'Foucault paradox'. 
Whilst this Chapter has analysed the ambit of the psychological complex in 
Queensland and its role in the individuation process through the ACER and the 
Research and Guidance Branch of the Department, the next Chapter explores ways 
in which the 'govemment of the soul' (Rose, 1990) was sought in practices which 
were designed for the production of the "whole child" through child-centred 
pedagogy. These practices were presented to teachers as a way of implementing a 
curriculum for education of 'the head, the heart and the hand' (Edwards, in Report 
of the Secretary for Public Instmction for 1947, p.21). 
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Chapter 5 
HEADS, HEARTS AND HANDS 
Introduction 
This Chapter explores the significance of modem individualism to the 
production of the post-war school child. It identifies a perceived need for a 
reshaping of pedagogy to educate the child in its individuality and in its social 
context as future citizen. Changes in curricula from an obsessional attention to the 
"3 Rs" to an 'education of the 3 Hs, the head, the heart and the hand' (Edwards, 
1947) are analysed in terms of post-war projects of govemment which demonstrated 
the influence of psychology. 
Because the good citizen was the self-goveming one, the school was an 
apparatus of govemment which could be used to bring the personalities and 
subjectivities of children into line with the aims of govemment in an apparently non-
coercive way. Whilst the management of subjectivities became a central task of the 
school, the family also became an instmment of govemment in this regard. The 
child-centred family was the desirable form. 
This Chapter investigates how the choices, wishes, values and the conduct of 
the individual had to be aligned with those of govemment in the manner which Rose 
(1990, p. 10) terms 'goveming the soul' through techniques which made possible 
'govemment at a distance'. It investigates how the knowledges of the psychological 
complex enabled the aspirations of govemment to be articulated as an acceptable 
way of goveming the child and the future citizen through the expertise of 
subjectivity. In order to do this, it takes each of the components of the education of 
"heads", "hearts" and "hands" and analyses how schooling practices changed in 
response to psychology's influence on pedagogy. It also addresses the concem for 
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the production of the good citizen and the tension which was part of the 
vocational/academic divide in curriculum. This Chapter does not position the child 
and the citizen in formal opposition in ways which have so often formed the terms 
of debate (Meredyth and Tyler, 1993, pp.2-3), but it does demonstrate that concerns 
for the self-goveming citizen overrode to some extent the child's 'unlimited potential 
for self-realization' (ibid.). 
Individualism as a Political Rationality 
Foucault attempts to demonstrate the 'ignoble origins of the modern 
individual' by calling the liberal interpretation of individualism into question and 
showing how, through the exercise of modem power, one form of social control has 
been transformed into another by certain discursive and non-discursive practices 
(Jones, 1990, p.81). The shift from sovereignty to govemment has changed the 
emphasis from the group to the individual. Thus the individual is not a fixed or 
given entity, but rather a particular product of historically specific practices of social 
regulation (Henriques et al., 1984, p. 12). Forms of individualism have been a 
characteristic of Westem culture since the time of the ancient Greeks, but it is only 
in relatively recent times - the last two centuries - that individualism has assumed its 
place of dominance in all aspects of our culture (Jones, 1990, p.81) so that a 
bourgeois form of individualism has become the norm (Walkerdine, 1985, p.235). 
Individualism in the modem sense is a powerful organizational strategy in 
that 'individualism, shaped by capitalism, ... generates competitive, egotistic, and 
atomised social relations' (Cagan, 1978, p.228). The centrality of individualism to 
modem Westem culture is so firmly established that, quite possibly there is no other 
aspect of social thought and culture which is as widely acknowledged and deeply felt 
as that of individualism (ibid.). Indeed, individualism is a political rationality which 
has influenced programs of govemment (Rose and Miller, 1992, p. 175). However, 
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individuality is produced at a price (Walkerdine, 1985, p.235) which is evident in 
the Foucault paradox (see Chapter 4). Although the capitalist means of production 
spawned and required individualism, capitalism and bureaucratic organisation 
actually undermined the autonomous individual. Individuation is an important social 
and political process which is associated with state-building and the development of 
new technologies of surveillance (Tumer, 1988, p.57). There are both benefits and 
disadvantages for the individual through techniques and practices of govemmentality, 
whereby the state actually gains control over the individual in order to enforce 
individual rights. 
Individualism and Education 
Individuality in the context of education in Queensland had become an issue 
by the 'forties, for instance when Greenhalgh, a lecturer, and later principal of the 
Queensland Teachers' College, asserted that. 
a revolution in human life is occurring in this century, a revolution in which 
stress on the individual being is the focal point ... the individuality of every 
citizen, the right of each person to an individual soul, the right to think, feel 
and act in the way that he [sic] considers fit, subject only to the one 
reservation, that all he thinks feels and does must not mn contra to the 
interests of the group of which he is a member. (1949b, p.4) 
This places individualism into the realm of govemmentality, where the subject is a 
free citizen, endowed with personal desires and enmeshed in a network of dynamic 
relations with others (Rose, 1990, p.x). It should be noted that govemment does not 
weave an 'all pervasive web of "social control"', but seeks to achieve its goals 
through 'countless, often competing, local tactics of education, persuasion, 
inducement, management, incitement, motivation and encouragement' (Rose and 
Miller, 1992, p. 175). Subjectivity is intensely govemed through the very 
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psychological theories and practices which have enhanced it and which have 
connected it to networks of power (Rose, 1990, p.x). 
In Australia in the 'sixties, the political rationality of individualism advocated 
that individual differences should be maximised since 'individuality is something 
intrinsically good, and that society will be best where individuality is promoted to 
the highest degree', thereby giving people the right to be different (Charlesworth, 
1964, p. 85). Acceptance of the notion of individual differences constituted the 
individual as a unique person to 'function as himself [sic], as he works his way 
under guidance towards goals which are in a deep sense universal' (Wilhelms, cited 
by Charlesworth, 1964, p. 87). There seemed to be an element of radicalism in the 
notion of a 'free society' fostered by individualism since the individual could well 
question established ideas and practices (Bassett, 1964, p.xv). Individualism was 
indeed an attractive prospect and Bassett tumed to Percy Nunn to sum up the 
sentiment: 
Nothing good enters into the world except in and through the free 
activities of individuals, and educational practices must be shaped to 
accord with this tmth. (1964, p.xv) 
The discourse of individualism had obvious implications for education. Fostered by 
the social, economic and political arrangements of capitalism, the belief in the 
modem form of individualism had initially entered the domain of schooling through 
the philosophies of Montessori, Seguin, Froebel, Pestalozzi and Rousseau 
(McCuUoch, 1965, p. 18). Even before the tum of the century, the demand had 
been growing amongst educators in Australia for the ideals of the New Education, in 
which the pupil, rather than the curriculum would be the central concem of 
educators (McCuUoch, 1964, p. 103). This child-centred approach asserted that the 
school curriculum should be 'a field of experience in which children may grow, 
rather than a body of adult doctrine to be impacted on them' (Wyndham, 1965, p.5). 
This sentiment is apparent in syllabus documents in Queensland where, repeatedly 
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from the tum of the century, progressive rhetoric was evident. For instance, in 
1905, 'the self-activity of the pupil' was to be 'the basis of school instmction' 
(Queensland, Department of Public Instmction, 1905, p.5), whilst in 1914 the 
Syllabus aimed 'to promote the self-activity of the pupil instead of relying chiefly on 
his [sic] receptivity' (Queensland, Department of Public Instmction, 1914, p.6). It 
was argued that, whilst 'individual development' involved 'education based upon 
pupil activities and experiences', generally this had not been evident in practices: 
It is to the discredit of the primary school that it has done little more 
than enumerate this fine phrase, leaving to the kindergarten and the 
nursery school the honour of showing its tme implications in 
schooling. (Greenhalgh, 1949b, p.4) 
However, the rhetoric did reflect the fact that syllabi were largely based on the 
English tradition (Greenhalgh, 1957, pp. 90-91) and indeed the British primary 
school has been taken to be a paradigm of practice for a considerable proportion of 
the Westem world (Walkerdine, 1984, p. 153). A report entitled 'Primary 
Education: A Report of the Advisory Council of Education in Scotland' (1946) was 
cited as being indicative of a 'world wide movement' for the drawing up of 
completely new syllabuses as opposed to amending old ones (Greenhalgh, 1949b, 
p.2). 
Progressive ideas became more feasible in terms of practice when the 
Director-General, Edwards, became involved with curriculum reform. He espoused 
the belief that any move to child-centred education necessitated the placement of the 
child as a unique individual at the centre of education policy and practice, since: 
...modem thought regards the child as the focal point in the 
educational process and in the future of our national life. (Edwards, 
Report of the Secretary for Public Instmction for 1947, 1948, p.21) 
Although there were progressive ideas emanating from the Director-General, 
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teachers, according to Greenhalgh, were by contrast, a 'very conservative race', 
slow to part with outmoded practices (Greenhalgh, 1949b, pp.2-3). Yet not all 
teachers could be categorised in this way. For instance, one teacher asserted that, 
from his experience, 'as teachers, ... we are ready to discard ... all those methods 
which regard the child as just one of a group' ('Vigilate', 1945c, p.7). Such methods 
included the practice of teaching facts, required for success in examinations, which 
was a flawed technique: 
An examination attempting to count the facts amassed by the child can 
yield little but data which are far from complete: it completely 
neglects the child's attitudes and appreciations, his [sic] ethical 
development, his bodily skills, his cultural development - for the 
simple reason that these are inexaminable. (Greenhalgh, 1949b, p.2) 
The 'fact-mongers', it was argued, cannot 'see the children for desks' (Greenhalgh, 
1949b, p.2). In vivid contrast, child-centred education was highly desirable, based 
on the fundamental claim that 'schools were originally set up for children' (ibid., 
p.3). From the late 'forties, Edwards and supporters such as 'Vigilate' and 
Greenhalgh were instmmental in leading the discourse of child-centredness in 
Queensland, making it seem more applicable to classroom practices and therefore 
acceptable to practitioners. Another educator expressed the shift in policy thus: 
in Australia ... the tendency is to value tangible classroom results 
alone and for their own sake, and to neglect such intangibles as 
mental hygiene, personality development, social adjustment and 
aesthetic expression of the pupil. A new spirit and philosophy of 
education is needed so that the excellent cognitive and academic 
results can be preserved but not at the expense of the other aspects. 
(Connor, 1953a, p. 8) 
Initially 'personality' and 'character development' were used synonymously 
in the placement of emphasis on the individual ('Vigilate', 1946, p. 19). As yet the 
language was still tentative since programs of govemment need to constmct a 
vocabulary and a language of the particular enterprise, in order to develop authority 
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over the govemed (Rose, 1988, p. 184). By placing importance on 'personality', 
there was evidence that psychological expertise had 'staked its claim' (Rose, 1990, 
p.x) in playing a key role in practices for the management of individuals in schools. 
These ideas developed into a full-blown theory of the absolute necessity for 
educators to "cater for individual differences". Whilst Edwards in 1947 officially 
advocated a new child-centred policy to be taken up in curriculum reform for the 
1952 Syllabus, his successor, Watkin, reiterated Edwards' ideas in similar liberal 
humanistic sentiment that the child's whole personality should indeed be at the centre 
of curricula and pedagogy, making the goal of individual personality development 
through the education process imperative (Report of the Minister of Education for 
1963, 1964, p.9). Later, the Minister of Education, Pizzey kept the policy alive by 
asserting that if any education act was to be efficacious, the legislation would need 
to be aimed at 'the full development of the individual' (EOG, 1963, 11, p.333). 
Significantly, a wider agenda was in place by this time. The concem that individual 
differences should be recognised and dealt with in the classroom stemmed from 'a 
greater sense of urgency to improve the efficiency of leaming' which was called for 
in order to meet the demands of technological advancement (Bassett, 1964, p.xvi). 
Earlier imperatives of social and national efficiency (as discussed in Chapters 2 and 
3) were eclipsed by that of technological advancement. 
By the 'sixties, the language of individual differences had firmed, giving the 
idea more power and rendering it a technology of govemment in so much as it 
sought to 'translate thought into the domain of reality' (Miller and Rose, 1990, p.8). 
The ACER in 1962 arranged a one week residential conference at the University of 
Melboume to consider the topic 'Individual Differences Between Children and their 
Implications for Primary School Organization' (Bassett, 1964, p.vii). In similar 
vein, the Sixth Annual Conference of the Australian College of Education was 
organised under the theme of 'Each to his [sic] Full Stature'. The sub title: 'The 
Discovery and Development of Individual Talent' depicted the conference's agenda 
of focussing on 'differences in native ability, in physical conditions and in home 
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environment' (Australian College of Education, 1965, p.i) and emphasised the need 
for teachers to make the 'whole child and his [sic] development the focus of their 
work' (Wyndham, 1965, p.6). The topic agenda of both conferences exemplified 
the centrality of individual differences to educational policy discourse and 
pedagogical practice and they created a watershed in approaches to individualism in 
the Australian classroom. 
The Individual in the Social 
Individual differences were considered important in so far as they were 
bound to the present and future needs of the whole child and the progress of a 
modem society. For instance, whilst it was imperative that the 'good' school cater 
for individual needs, at the same time it was considered necessary to align individual 
needs with social needs (Connor, 1955b, p.l l) . The school's function as a social 
institution was judged to be very important and therefore it was considered 
cautionary not to attend to '"the sacredness of the individual personality" in such a 
way as to rob it of all but an anti-social meaning' (Wyndham, 1965, p.8). Although 
Bassett (who held the chair in Education at the University of Queensland and who 
had played a major role in both conferences) rejected the assumed tension in the 
dualism of individual and social development as being 'unreal' since 'a good deal of 
the social development of the person is in essence identical with his [sic] 
development as an individual' (1964, p.xv), the idea of an individual of a non-social 
kind was to remain as a timely deterrent. For example, it was used to curb ideas 
about putting 'programmed leaming' into the classroom. This decision was based 
on the premise that it was through a child's participation in the activities of the 
social group that s/he could reach their full potential as individuals (Wyndham, 
1965, pp. 8-9). 
Individualism was to be fostered in social settings in the classroom, because 
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the school, as an apparatus of govemment was a 'centre of calculation' where 
'human technologies', that is to say, 'ensembles of forces, mechanisms, and the 
relationships that enable action' (Rose, 1990, p.8) could be deployed. Special 
imperatives of the social drove such thinking, since the 'schoolroom is one place to 
commence the rehabilitation of civilization to prevent wars and to revitalise the 
moral fibres of humanity' ('Vigilate', 1945c, p. 18). The experience of the high 
level of social co-operation during the war years was testimony to the need not only 
for individualism but also for social cohesion (Spaull, 1982). Thus, the individual 
had always to be thought of as growing and living in a social context (Wyndham, 
1965, p. 10). In fact, it had been argued that: 
Until he [sic] leams the technique of group living required either in a 
democracy or in some other way of life, the cataclysm of war will 
always descend upon him at periodic intervals. The causes of wars 
cannot be laid at the doors of the schools; but blame can be attached 
to the lame way in which the schools prepare the child for group life. 
(Greenhalgh, 1949b, p.5) 
Democratic citizenship entailed a child-centred pedagogical perspective (Bartos, 
1993, p. 171). Queensland school pupils were both 'repositories of hope, and objects 
of desire' in the way that Steedman (1985, p. 120) describes efforts in 
govemmentality of childhood and education in post-war Britain, for it was in and 
through the child that the future in a peaceful, democratic, industrial society could 
be secured. Differences between Australia and Britain were considerable, for 
example, Australian govemments were not involved in pouring 'so much milk, so 
much orange juice, so many vitamins down the throats of its children, for the height 
and weight of those children to outstrip so fast the measurements of only a decade 
before' (Steedman, 1985, p. 119). But there were similarities which Faye (1991, 
p.67) takes in her study of the constmction of the figure of the adolescent in schools 
in Victoria in the same period. She shows how the school pupil was constituted in 
ways which were necessary to the immediate post-war project of national 
reconstmction for democracy. In order for this to happen the child's desires had to 
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coincide with those of govemment. In other words, a policy of self-regulation of the 
individual (Rose, 1990) was needed which employed 'tactics for the building of 
desires, the enlistment of co-operation, the adjustment of choice' (Meredyth, 1992b, 
p.3). 
In Queensland the move to constmct the school child as an individual with 
social obligations and responsibilities to which the school must address its 
pedagogical and curricula endeavours hinged on the idea that 'the ultimate criterion 
of what makes a good school should surely be how its pupils "tum out"' (Connor, 
1955b, p. 12). The tuming out of pupils included that they be produced as worthy 
citizens, that is, self-goveming individuals. For instance, Edwards' rationale for 
placing emphasis on the 'well balanced personality' of the child as the means to 
'tme happiness' (Report of the Secretary for Public Instmction for 1947, 1948, p.21) 
in the individual sense, included the belief that this would lead in a social sense to 
the production of the good citizen. 
What is significant, is that from the beginning of acceptance of these 
child-centred ideas in Queensland, it was emphasised that the individual had to be 
placed as a member of a community or group (see Edwards, in Report of the 
Secretary for Public Instmction for 1947, 1948, p.21). As a "free" citizen, the 
individual was nonetheless inextricably part of a society and the relations therein. 
Thus it was the child as future citizen of a liberal, democratic society who was 
placed at the centre of policy discourse. The linkage of citizenship with childhood 
limited the principled aspirations of the irreducibility of the child because citizenship 
has more mundane and limited objectives (Meredyth, 1992b). It was the alliance of 
child-centred education with that of citizenship training that Edwards proposed 
(Report of the Secretary for Public Instmction for 1947, 1948, p.21) which framed 
policy since the child as citizen was forever the vision which presented as being of 
cmcial importance. The effect was that genuine child-centred practices were limited 
because of this alliance of child and citizen and because of the highly corrective 
nature of the practices which were deployed. 
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Child and Citizen 
If the school child was to be made into a good citizen it would be necessary 
to make amendments to the practices of schooling in order to tum the emphasis from 
academic knowledge, often referred to as the "3 Rs" to an educative process of the 
"whole child". This idea took in the intellectual, social, emotional and physical 
dimensions of the child. Although the whole child is in itself a romantic notion 
(Hunter, 1988), nevertheless it became a useful theory around which to organize 
pedagogical changes: 
Children must be treated as individuals, and intelligent attempts must 
be made to foster each pupil's abilities, capacities and interests. ... it 
is generally agreed that the school must concem itself with inducting 
the child to the community of men [sic], with basic elements of 
science, with health and physical education, with pupil's speech, and 
with arts and crafts pictured not as traditional frills, but rather as 
aspects of life in which every member of the community should have 
some interest, knowledge and skill. (Watkin, in Report of the Minister 
for Education for 1963, 1964. p.9). 
Such progressive rhetoric became sayable through the application and 
acceptance of the psychological discourse of individual differences. By focussing on 
the growth and development of the personality of the individual, there was a shift 
from the 'logical to the psychological' in the education of children in the primary 
school (Connor, 1953b, p.20). For example, it was asserted that the 'child's 
psychological worth' and 'psychological being' could only be understood by studying 
the child 'morally and mentally' ('Vigilate', 1946, p. 19). Because, in terms of 
govemmentality, the child was to be nurtured and improved to ensure its 
development, psychological expertise was able to reshape subjectivity, transposing 
the problems of defining and living a good life 'from an ethical to a psychological 
register' (Rose, 1990, p.xiii). 
Developmental psychology and child-centred pedagogy formed a couple 
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which became a powerful combination (Walkerdine, 1984, p. 162). Moreover, this 
couple influenced pedagogy. For instance, it is interesting to note Greenhalgh's 
(1949b, p.5) interpretation of this couple. Not only was the science of psychology 
able to inform in the educational areas of 'knowing, feeling and doing', but he 
proclaimed that education was a science, based on research in child development 
(ibid.). 
In order to come to an understanding of the individual child's psyche in its 
placement at the centre of education, the newly shaped pedagogy demanded that the 
academic nature of schooling practices had to be revalued to take account of the 
whole child. In the front line of attack was the narrowness of the focus on the 
teaching, testing and examining of the "3 Rs". In contrast, experiences and 
activities planned 'to bring about the harmonious development of the child's 
capacities' needed to be used to supplant this obsession with mental performance 
(Edwards, in Report of the Secretary for Public Instmction for 1947, 1948, p.21). 
In Edwards' view, the production of the good citizen required that a new balance be 
created in the classroom to pick up on this 'major and most vital change' in 
education, that of the figure of the individual child, by introducing an education for 
the child in its "wholeness" and in its "parts" as delineated in the psychological 
discourse. Thus the school, as a modem apparatus of govemment, was positioned 
in the discourse to define not only what should be taught, what knowledge is, but 
also to define and regulate both what 'a child' is and how leaming and teaching are 
to be considered (Walkerdine, 1985, p.208). 
Such ideas did not originate in Queensland, but were adopted from 
elsewhere. An influential example of a govemmental tactic which seemed as if it 
could produce the desired forms of individuality was the 1944 Education Act in 
Britain. This legislation purportedly was 'built on the rights of the child' where the 
emphasis was supposedly shifted from subject matter as top priority to a study of the 
'needs, interests and abilities' of the child (Connor, 1953b, p. 19). However, this 
emphasis on the individual was also used to address failure of the individual in schooling. 
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By attending to the individual, govemment seeks to improve the chances for 
happiness and self-fulfilment of the population. Consequently educators became 
concemed with the 'misery beneath the surface in many of our classrooms; the 
experience of failure in examinations and tests' (Wyndham, 1965, p.9). It was 
argued that it was vitally important to 'diagnose the cause of individual problems 
and to fit school provision to the child rather than the child to the school' (ibid.). 
The curriculum was to be thought of in terms of activity and experience rather than 
of knowledge to be acquired and facts to be stored (ibid., p.4). This thinking was 
also evident in the Plowden Report of 1967 in Britain, expressed in almost identical 
language (see Walkerdine, 1985, p.208). 
Queensland education had long been criticised for its rigidity and obsessional 
attention to subject content and the leaming of facts (see Cramer, 1936; Kandel, 
1938; Butts, 1955). Conservatism was always evident, so that even the long awaited 
1952 syllabus was described as not revolutionary (Devries, 1951, p. 10). Yet, 
posturing such as this was considered a good thing, since change for the sake of it 
was to be condemned (ibid.). The 1952 Syllabus, as Watkin pointed out, was based 
on the earlier 1930 syllabus where the general introduction had been retained almost 
without alteration (1952, p.5). Nonetheless it was supposed to tum education 
around to 'discover what particular talent a child does possess' and 'to promote the 
all-round development of human capacities which is necessary for happiness and true 
fulfilment of function in life' (ibid., p.6), therein indicating a concem of 
govemmentality, alluded to earlier. In order to do this, the physical, emotional, 
social and moral needs of the child as well as the intellectual dimension needed to be 
nurtured through activity leaming which included 'corporate activities', 'morning 
talks', and the 'project method'. The content demands of the syllabus were to be 
reduced so that leaming could take place in these new ways (Devries, 1951, p. 10). 
As mentioned earlier, goals for individual personality development were 
always closely allied to those for fostering citizenship through social cooperation: 
'Man [sic] is a social being, and can realise himself and his individuality only in the 
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service of others' (Edwards, in Report of the Secretary for Public Instmction for 
1947, 1948. p.21). Individualism therefore was tempered by the social vision of 
individuals building a new democracy, reflecting the aims of the Syllabus which 
were described as 'democratic', firstly because they were concemed with the rights 
of a child as an individual and secondly because they provided ways that the child 
could be shown the 'democratic way of life' (Devries, 1951, p. 10). For instance, 
the new Social Studies course which replaced the separate subjects of Civics, History 
and Geography in 1952 was seen as a vehicle of leaming for 'democratic living' 
(ibid.). By 1962, it was asserted that the cultivation of individuality was 
an integral part of our belief in the value of a democratic society. In 
so far as there is an explicit Australian philosophy of education, this 
idea is centrally embedded in it. (Bassett, 1964, p.xiv) 
The school as a govemmental apparatus was seen as a vital catalyst to 
'civilised life'. For instance, Edwards asserted that: 
In recent years, the major and most vital change in our outlook has 
been the shifting of emphasis from merely intellectual training to the 
development of the whole personality, with a new stress on physical 
and emotional training. (Report of the Secretary for Public Instmction 
for 1947, 1948, p.21) 
Edwards announced that the new policy focus was to be 'Education of the three Hs-
the Head, the Heart, and the Hand' (Report of the Secretary for Public Instruction 
for 1947, 1948, p.21). This idea was incorporated as policy in the General 
Memorandum on 1948 Amendments to the Syllabus (Greenhalgh, 1949a, p. 18). The 
curriculum of the school needed to take into account two visions of the child viz. 
'what he [sic] now is, and what he is to be' (Edwards, in Report of the Secretary for 
Public Instmction for 1947, 1948, p.21). In fact this language forms the cmx of 
child-centred attempts in Queensland - the child and the future citizen were part of 
the one policy for democratic education. 
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This magisterial pronouncement did not mean a negation of the "3 Rs" since 
it was stated that 'it will still remain one of the main tasks of the primary school to 
teach the child to speak, to read, to write, and to calculate' (Edwards, in Report of 
the Secretary for Public Instmction for 1947, 1948, p. 21). However it did mean 
that pedagogy should change to take account of the new agenda of the blend of 
individualism and social growth because the child was to receive a training in 
citizenship through membership of a school community (ibid.). The principles of 
child-centred education and the concems associated with the formation of a socially 
competent and disciplined citizenry could not be separated. 
In 1947, Edwards' ideas for the introduction of the "3 Hs" no doubt seemed 
radical to the majority of teachers in the State who had been rewarded in their 
teaching careers for the examination results they could produce through overt 
regulation at the expense of the hearts and hands components. Edwards in fact was 
consistently progressive in his planning, but in the case of this report, the language 
he chose most probably stemmed from that of A.S. Neill who had recently 
advocated 'hearts not heads in the school' ('QRN', 1946, p.2). Yet the articulation 
of Edwards' vision is important in itself since in the post-war agenda for reform of 
education in Queensland, the Director-General was keeping up with wider trends as 
were some of the more enlightened educators (e.g. 'Vigilate', Greenhalgh, Connor). 
By taking up Neill's ideas that education was much wider than text books and 
narrow vocationalism, and that the emotional life of a child was more important than 
its intellect, Edwards was stressing the significance of subjectivity as the key to 
humanity at the official level, albeit in a limited way. 
In the logic of the 'forties, Neill's book was considered to be not a 'nice' 
one, but one which was worthy of notice since whilst 
it may offend you, and may even jolt you out of your complacency 
regarding certain matters ... it will give you something important to 
think about - and it is on sincere and constmctive thinking that the 
survival of civilization depends. ('QRN', 1946, p.2) 
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Not surprisingly, Neill's ideas were considered 'shocking' when they were published 
in a Brisbane newspaper with accompanying illustrations from 'Summerhill' ('QRN', 
1946, p.2). Yet whilst Neill was considered to be an 'extreme educational 
revolutionary' and there were real dangers in being a 'faddist', nevertheless there 
were reasons to consider his work for what it might say to 'our current practices' 
(Greenhalgh, 1949a, p. 18). 
In definite ways, Edward's vision of education of the 3 Hs did come about 
through the application and acceptance of the "science" of developmental 
psychology. For instance, Edwards' successor, Watkin, listed the educational needs 
of the individual as 'intellectual, physical, practical, social, emotional, vocational 
and leisure' (Report of the Secretary for Public Instruction for 1951, 1952, pp.22-
24) which correlate in essence with education of the 3 Hs. What was important 
was that Edwards' vision placed the whole child as an individual at the centre of 
education, thus acknowledging the importance of developmental psychology to 
pedagogy. Both Edwards and Watkin provided a space in which the psychological 
discourse enveloped the child for more study and research, thereby capturing ways 
of describing, interpreting and treating the child as if it were opaque. In fact, the 
development of modem psychology, and especially the study of children, is central 
to modem pedagogy (Walkerdine, 1986, p.60). But no longer was the child being 
liberated. Instead the child as object was being highly regulated through the 
application of psychological theories (Walkerdine, 1984). Through means of 
technical calculation, the child was made knowable and therefore manageable (see 
Chapter 4). 
By the 'sixties then, the notion of catering for individual differences informed 
by the psychological discourse was orthodox policy. In 1963, the Director-General 
reported that there had been a 'marked shifting of emphasis from the more [sic] 
intellectual training of children in the schools to the development of the child's 
whole personality' (Watkin, in Report of the Minister for Education for 1963, 1964, 
p.9). It was through psychological technologies that overt ways of regulating 
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students gave way, to some extent, to more covert forms of govemment made 
possible by the politics of psychology. However, the kinds of physical restrictions 
discussed in Chapter 2 and the reservations discussed in Chapters 3 and 4 mitigated 
outright success. 
Nevertheless, ideas about the education of the whole child informed by the 
psychological complex represented an historical shift in the discourse of education in 
Queensland. In Foucault's terms, to lead a discourse is a very powerful action, and 
from the late 'forties the psychological complex assumed its position of leader in the 
discourse of Queensland education, informing modem pedagogic practices in their 
production of individuality. This Chapter will now discuss each of the components 
of education for the 3 Hs, that is to say, "heads", "hearts" and "hands" for their 
effects on the production of the school child and future citizen. 
Heads 
By "heads", Edwards (in Report of the Secretary for Public Instruction for 
1947, 1948) was referring to intellectual development in his policy statement. This 
section will discuss how theories of educational psychology, through their reshaping 
of pedagogy, changed practices which govemed the intellectual development of the 
child. 
Child-centred pedagogical goals with their knowledge base in developmental 
psychology, were at first somewhat buried in the logistics of the administration of a 
centralised education system shackled by increased numbers of students, shortage of 
teachers, inadequate govemment spending on education, vested interests and the 
hegemonic influence of the Scholarship (as discussed in Chapters 2 and 3). 
However, at the level of policy they opened the way for later developments which 
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constituted a necessary and concerted effort to bring the primary school out of its 
'Cinderella state' (Connor, 1953b, p.20). The practices which emanated from this 
alliance of psychology and pedagogy did alter what happened in the "heads" 
department at the classroom level. 
As child study and developmental theories came to be known and accepted as 
educational psychology, and therefore seemed more pertinent to educators and 
administrators, it seemed "natural" that the psychology of the child should be inter-
related with the curriculum in pedagogy. For instance, backwardness (as discussed 
in Chapter 4), forever a problem in classroom organization, could be regulated 
through the psychological discourse of a child-centred curriculum by making the 
subject fit the child. If such action did not provide a tolerable solution, then the 
'methods of diagnostics' could be brought into play because once a problem had 
been identified as needing treatment, diagnosis could lead to correction (Connor, 
1953b, p.20). Such discourse permitted and legitimated segregation based on 
'correct diagnosis' (ibid.) if the situation could not be resolved in the "normal" 
classroom. 
What was pervasive in the management of the "heads" department was the 
eugenicist belief in innate, measurable intelligence, expressed thus: 
A child does not come to school and gain in intelligence: his [sic] 
intelligence is very largely innately determined. How he will use that 
intelligence, how he will express it, the interest he will show and the 
emotional attitudes he will develop are determined largely within the 
school-room. (Schonell, 1952, p.ll) 
In the early 'fifties, giving the address at the Brisbane Girls' Grammar school speech 
night, Edwards expressed the general idea that, 'Parents are prone to attribute 
scholastic success to heredity, and failure to poor teaching' (CM, 1951, December 8, 
p.7). Later in the 'sixties, the definitions of intelligence which were called on were 
heavily laced with eugenicist thinking. For instance, Haine (1961) espoused the 
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eugenics paradigm, whilst the Deputy Director of the Remedial Education Centre at 
Queensland University in a study entitled 'Educational Backwardness: General and 
Specific' (1960) described the work of Cyril Burt as 'monumental' and cited Burt's 
definition of intelligence as 'innate, all-round mental efficiency' (McLeod, 1960, 
p. 106). Schonell's definition of intelligence as 'an inbom, all-round mental power 
which is but slightly altered in degree by environmental influences, although its 
realization and direction are determined by experience', was cited as the definitive 
authority (ibid, p. 110). A time lapse of twenty or so years had modified and 
qualified Burt's definition to take in the "nurture" element, but only in a marginal 
way. 
Queensland educators held on to eugenic beliefs when they were waning in 
other places. When segregation discourse, based on the results of mental tests, was 
becoming established in Queensland, there were questions being raised overseas 
about the suitability and validity of the tests as criteria for entry to special 
educational settings (see Chapter 4), For example, there was a waming that 
intelligence as a criteria for leaming was an 'oversimplification of the problem ... 
because ... there are many other factors in leaming besides intelligence' (Doll, 
1960, p.91). Also it was argued that the total personality of the pupil had to be 
weighed up as part of the decision making process to avoid an ingenuous reliance on 
IQ tests (ibid.). 
Apart from segregation or 'congregation', the term which Doll (1960) 
preferred, as ways of dealing with abnormality, the psychological discourse reshaped 
pedagogy in the normal classroom through the 'group' or 'stream' method, a 
technical means based on calculations of 'ability', but one which was heralded as 
'modem educational practice' ('Practising Teacher', 1962, p.242). McCuUoch 
(1964, p. 103) explains that ability grouping developed as a result of testing 
techniques of intelligence which reached a peak in other places in the 1920 and 
1930s. (See Wyndham's (1934) thesis on ability grouping in America, discussed in 
Chapter 4.) However, ideas about the usefulness of ability grouping waned in 
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popularity in the 1940s in Australia to make 'something of a comeback' in the 1960s 
(McCuUoch, 1965, p.26). Certainly in Queensland, the whole class method of 
teaching with the teacher in his/her place of authority in front of the class had been 
traditionally upheld as desirable pedagogical practice (see Chapter 2). This was 
consistent with the notion 'at the time of the Empire, [that] hard work and overt 
surveillance were ... good methods of regulation' (Walkerdine, 1986, p.62). Small 
schools necessitated groupings of pupils, but this was determined by grade levels, 
and not ability as such. By the 'sixties, the project of govemmentality had shifted 
to more covert and subtle calculations of the individual, supplied by the 
psychological complex (see Chapter 4), and these were reflected in pedagogy. 
Because of the democratic imperatives of education, expressed in the liberal 
rhetoric of the need to 'promote equal educational opportunities' (Bassett, 1964, 
p.xiv), the notion of catering for individual differences progressed in the 1960s to an 
organizational strategy of dealing with pupils in ways that offered them the best 
opportunities for growth and development. For instance, the 1962 ACER conference 
had a practical objective to consider what changes in school organization and 
teaching methods were necessary in order to provide adequately for the presence of 
individual differences through classroom practices (Bassett, 1964, p. xiii). The 
criteria which guided the conference were 'two-fold, the first philosophical and the 
second psychological' (ibid.), indicating the status of psychological discourse. 
However, grouping practices did present problems which could be better 
overcome in some situations better than others. For example, 'setting' or 'cross 
class grouping', was a feasible and attractive idea in primary schools, but not 
conducive to organisational constraints in secondary schools. 'Ability grouping' was 
unfavourably contrasted with ideas about 'social grouping', the latter being 
attractively depicted as being sensitive to the morale of pupils and teachers in 
organizational practices which fostered social friendships (Bassett, 1964, p.28). In 
addition, the 'non-graded school' and the 'comprehensive school' were ideas put 
forward which could be taken up by administrations although, as with all groupings, 
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there were both advantages and disadvantages which were acknowledged 
(McCuUoch, 1965, pp. 16-42). Purportedly, groupings were to offer pedagogical 
enhancement through the development of more individualized methods of teaching 
and leaming (McCuUoch, 1964, p. 104). Ability grouping needed to be reassessed 
and redefined by these means, but this was not envisaged as being so 'individual' as 
to bring about programmed instmction of the 'cubicle' variety, since this was seen 
as a negation of social needs of both the student and the teacher (ibid.). 
An important theoretical underpinning for individualization of instmction was 
the psychological understanding of 'mental age'. The argument for difference was 
easy to establish as acceptable pedagogy, located as it was in common sense 
understandings of children in classes where the 'bright and energetic' could easily be 
distinguished from the 'dull and apathetic' (Haine, 1961, p. 180). It followed that 
'some pupils of the same age level leam at different rates' and that 'some children 
develop more at different ages than others do' ('Practising Teacher', 1962, p.242). 
As an instmment for fine tuning, mental tests could be used to measure the gaps 
between individuals in terms of "ability" and its relationship to "age". Thus testing 
could provide criteria for the grouping of children, and while other factors were to 
be taken into consideration also, such as previous examination results, 'general 
intelligence' was firmly established as a scientific fact, and as Haine noted, there 
was a close correlation between school success and the results of mental tests (1961, 
p. 180). In taking up the ideas of mental age and mental testing, educators did not 
heed the wamings voiced in scholarly writing. For example, Doll (1960), had 
written about the inherent problems with selection practices based on IQ tests. The 
mobilization of testing was very attractive as a pedagogical technique and dissent 
was not welcomed. 
AbiUty grouping became more popular in the late 'sixties as a dividing 
practice. It was argued that the teacher could benefit from grouping according to 
ability since s/he could be 'absolutely sure' of comparisons of levels of ability, 
thanks to the scientific validity of standardised tests (Haine, 1961). A teacher could 
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come to a much better understanding of her/his class and the individual members of 
it by the use of test results arranged along the Gaussian curve (ibid). This idea 
informed classroom practices of organization. For example, reading groups based 
on ability were utilized as a technique for catering for individual differences, 
especially with regard to the "brighter" and "slower" pupils. Cross class groupings 
were considered progressive and therefore desirable as part of the open education 
programs of the 'seventies. 
There is little doubt that dividing practices in British education influenced 
both administrative and organizational practices to some extent. Local educators 
(e.g. Black, Connor) visited Britain and reported back in the QTJ on "modern" 
educational practices. Yet, initially in Queensland, the policy of homogeneous 
grouping in separate schools was considered not to be in the best interests of pupils 
and in fact 'undemocratic' because it was stated that 'there is no place in the 
organization for the highly selective school into which students are drafted according 
to mental ability' (Watkin, Report of the Minister for Education and Immigration for 
1961, 1962, p.8). As early as 1949, Wyeth (1949, p. 12) had likened such dividing 
practices to 'branding' on the basis of 'congenital and environmental' considerations 
and linked such a practice with social class inequalities. Thus, British ideas were not 
followed outright in this instance and instead a policy for a heterogeneous intake into 
the secondary school was accepted by 'The Committee to Inquire into Secondary 
Education', appointed in 1960 to help organize the move to universal secondary 
education in keeping with 'modem educational practice' ('Practising Teacher', 1962, 
p.242). However, the individualism/intelligence linkage was too convincing, leading 
the committee to recommend that homogeneous grouping should be provided 'within 
the school to ensure that the fullest possible opportunity is given to students of 
varying abilities and aptitudes' (Watkin, in Report of the Minister for Education and 
Migration for 1961, 1962, p.8). It was stated that 'the quality of intellectual 
behaviour is relative to the individual's endowments' and therefore was necessarily 
'to be developed at a level of the individual's capacity to respond' (ibid.). This 
decision materialised in the organization of secondary schooling, where although the 
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first year had a common curriculum or general course, children were organized in 
streams based on ability as demonstrated in examinations, psychological tests and 
teacher evaluations, all of which were stored on school record cards (see Chapter 6). 
Still, democratic concems surfaced and the dangers of streaming practices in 
the Australian high school were pointed out, because although flexibility of 
movement was theoretically possible, 'very little movement occurs, and tends to be 
from higher ability streams to lower rather than in the reverse directions' (Adam, 
1965, p.66). Not only were social considerations such as friendship placed at risk, 
but there was also the likely outcome of the 'under-privileged' child being classed as 
non-academic and thus being branded an 'early school leaver' with concomitant 
expectations (ibid). Adam also alluded to problems of aspiration and motivation 
which were being articulated by social psychologists, to be later taken up by 
sociologists (ibid.). 
What homogeneity in terms of class groupings could actually accomplish as 
an organizational strategy became a debatable question. In fact, Bassett (1964, p.38) 
described 'homogeneous ability or attainment grouping' as 'a spurious concept' 
because it suggested that children so grouped were alike and therefore their 
treatment should be alike. He asserted that this was a misconception demonstrated 
by logic and/or experience by teachers who, if they were doing their job well would 
very quickly establish heterogeneity in homogeneous settings. The individuality of 
children therefore would be hampered though practices of homogeneous grouping 
which did not take into account the highly variable pattems exhibited by all children, 
including gifted and opportunity pupils (ibid.). Using three specific steps in the 
classification of pupils for teaching in a classroom, Bassett (ibid., p.41) illustrated 
the impossibility of the task and denounced homogeneous grouping as an untenable 
practice based on 'a very cmde and loose system of classification of pupils'. Clearly 
the point was made that homogeneous group teaching could not offer any positive 
solution to the problem of catering for individual differences (ibid., p.43). His 
argument rested on the fact that teachers taught so called 'homogeneous' groups as 
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class groups anyway, thereby tacitly ignoring individual differences between 
students. The solution could be found in shifting the emphasis from class teaching 
to individual teaching, using 'heterogeneity as one of the basic data of any teaching 
situation' (ibid.). 
In order to do this, it was deemed necessary that the curriculum be arranged 
sequentially and that syllabuses be 'suggestive rather than prescriptive' (Bassett, 
1964, p.45) with flexibility for individual students to proceed at a pace which was 
developmentally right and which followed individual interests. Whilst basic studies 
such as reading, arithmetic and spelling should be done on an individual basis, the 
other primary school activities such as social studies, art, music, physical education, 
and natural science would provide opportunity for whole group work. The value of 
group activity was still seen in terms of social aspects of development, although it 
was clearly spelt out that the group should not take precedence over the individual, 
but rather was to be used to help 
individuals to be able to identify and assess themselves more clearly in 
relation to others, to be able to stand up to public criticism, and to 
modify their views in an insupportable position. (Bassett, 1964, p.46) 
Overall, in the view of the 1962 ACER conference, it was stated that 'social 
adjustment is an idea that has been overplayed in education' (Bassett, 1964, p.46), 
whUst catering for individual differences through individualized instmction within a 
classroom came through as the paramount objective. This represents a significant 
shift in emphasis in the individual-society dualism from what Edwards had in mind. 
It also marks a time of more intense govemment of the individual in the 
management of subjectivity. 
Despite Bassett's misgivings, dividing practices which were deployed to 
manage difference included ability groupings within classrooms. For instance, often 
three discrete ability groups were made in a classroom for say, reading and/or 
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mathematics lessons. There were sometimes referred to blatantly as "A, B and C", 
but in other classrooms teachers tried to conceal the divisive function of the practice 
by naming the groups for example after animals, birds, plants. In describing this 
kind of practice in a secondary school setting, it was reported that, after having been 
"screened" on arrival, pupils were relegated to one of eight groups, and each group 
was designated with a letter of the word 'constable' (Black, 1960, p. 13). This was 
thought to be an 'ingenious device' (ibid.). 
Such dividing practices within classrooms had powerful effects by using 
"ability" as an individual criterion for acting in a calculated manner upon the forces, 
activities and relations of individuals (Rose, 1990). These practices were consistent 
with the task of govemment at a distance, as a means of producing subjectivity, 
made possible through the psychological discourse. 
This section has traced how pedagogy in post-Second World War Queensland 
was reshaped by an infusion of educational psychology. It has traced the shift in 
emphasis from early concems for the individual and the need for the individual to be 
part of a social group to the placement of the individual in a more intense focus 
through individual child-centred pedagogy in the 1960s. In this analysis changes 
have been outlined in the homogeneous/heterogeneous grouping debate which had 
effects in classroom practices. 
Hearts 
When Edwards (1947, p.21) referred to education of 'the heart', he was 
referring to what he called the 'affective' aspect of the child which in psychological 
terms is the 'emotional' component. Greenhalgh (1949a) used the term 'feeling' to 
explain the 'affective' domain to teachers. Certainly then, this part of the whole 
child could not be divorced from wider influences such as those of the home and the 
212 
school. And most significantly, this affective domain was closely linked with 
citizenship training. This section will test out how it was that the family and the 
school became linked as instmments of govemment in producing the self-regulated 
child as future citizen across the 1940s, '50s, and '60s in Queensland education. 
In terms of govemmentality, the family emerged into prominence as an 
element intemal to population and as a fundamental instmment in its govemment 
(Foucault, 1991b, p. 100). In the Queensland context, it has been shown that 
families had been reluctant to participate in their children's education at anything 
other than the basic level of involvement by raising funds for school needs (see 
Chapter 2), Thus, there was some trouble initially in convincing parents that 
affective development of the individual, which was understood as 'personality', was 
the domain of education. It was asserted that whilst 'modem educationists ... 
consider the development of personality as one of the most important functions of 
education', this dimension of education had not been regarded as important by 
parents (Thomson, 1945, p. 10). A Victorian study revealed that vocationalism was 
seen by parents as the key concem of education, and Thomson, by generalizing the 
findings to the Queensland condition, concluded that parents needed to be made 
more conscious of 'what we are trying to do in our schools' (ibid.). Conservatism 
and pragmatism put a brake on affective education of the sort envisaged by Neill or 
for that matter by Edwards, although as already discussed, the notion of individual 
differences was infiuencing pedagogy. 
There was increasing debate about the role of the school in the socialization 
of the individual child. Wyndham (1965, p.7) used the analogy of a 'bent twig' to 
show his idea of the relationship of heredity and environment, of home and school. 
He backed up his assertion with the authority of psychologists and paediatricians to 
demonstrate that 'teachers must accept a situation in which the nature and direction 
of a child's growth have been established before he [sic] comes to school and that 
the school has only a partial opportunity of altering either' (ibid.). He concluded 
that the limitations for correction by the school lay in the fact that the home 
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influence continued. He therefore placed the home in a deficit relationship with the 
school, identifying a situation which would require treatment. 
Rose (1990, p. 121) explores how childhood, over the last forty years, has 
become the most intensely govemed of life periods. This time span connects with 
the argument of this study, making it especially pertinent to the discussion. The site 
for this govemment was primarily the family as it changed from being 'a chimerical 
model of good govemment' to an instmment of govemment (Foucault, 1991b, 
p.l(X)). Within the family, the psychological well-being of the child was portrayed as 
being of the utmost importance (ibid.). Therefore the family, as an agency of 
environmental socialization, increasingly came into the nature/nurture debate with 
estimations of the importance of the home in the overall socialization of the young in 
the context of citizenship. It was conceded that the home was of more importance 
than the school and that 'education received in a school is probably the least 
important part of the education the child receives' (QTJ, 1954, 2, p.l). This kind of 
argument placed "deficient" homes increasingly as a cause of considerable concern 
and positioned the child-centred home as being the desirable instmment of 
govemment. 
It was alleged that deficiency in children's home environments had a lot to do 
with the absence of discipline, since 'far too many of our children have no home 
discipline' (QTJ, 1954, 2, p.l). In such households, the influence of radio serials 
was given as a competing influence with the school for the child's attention, whilst 
the 'adulation of the teenager' through a delineation of the adolescent from child and 
adult was also a concem (ibid.p.2.). The 'adolescent' as an entity had appeared in 
the QTJ in the 'forties, but it was the placement of more adolescents in high schools, 
described as 'mammoth' institutions 'where the Principal attempts to "mle" a small 
Empire' by organization, administration, control, direction and inspiration (QTJ, 
1960, 7, p.l) which presented a new population crisis. The adolescent emerged as a 
figure to be reckoned with in terms of govemment (Faye, 1991). What was 
considered to be problematic was that parents seemed not to be exerting the same 
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influence over their offspring and it was alleged that the father authority figure had 
degenerated into the 'ridiculous father of to-day' (QTJ, 1954, 2, p.l). In fact there 
was evidence of 'a growing indiscipline in society' which took the form of 'joyriding 
in "borrowed" cars', 'gatecrashing parties' and 'reckless driving', with indifference 
on the part of parents being isolated as a causal factor (QTJ, 1964, 7, p.l). 'The 
unhappy decline in home training' was considered to be serious because 'the training 
of children is Ught-heartedly undertaken by the majority of parents' (QTJ, 1963, 5, 
p. 132). This situation could be ameliorated through schooling if children were 
taught 'self-discipline' and it was argued that, 'regimentation, especially among 
adolescents, should be discontinued as the tone of the school improves', because 'the 
great majority of young people are amenable to discipline' (ibid.). 
Thus, although the notion of discipline had corrective connotations, it was 
positioned within the non-coercive agenda of govemmentality. Discipline in the 
family depended on a loving relationship between parents and children, for the 
child's own interests as well as for the good of society. The idea of discipline or 
lack of it became linked with delinquency (e.g. see Bamard, 1956, p.24). It was 
pointed out by the Director-General that the problems of discipline were not 'new', 
but were 'different' since they were Unked with the influences of the era, for 
example, the media (QTJ, 1964, 5, p. 149). Significantly, the remedy was seen to 
lie in 'individual treatment' (Clark, 1958, p.9). 
Throughout Australia in the mid 1950s, an apparent epidemic of juvenile 
delinquency became the focus of media attention which caused something of a 
'moral panic' (Maunders, 1991). 'Bodgies' and 'widgies' presented as a youth 
problem which needed to be dealt with by the "experts"- middle class professionals 
of the psy discipUnes operating in the discourse of 'expertise', itself a technology of 
govemment (Miller and Rose, 1990, p.2). In this understanding of expertise, the 
govemment of subjectivity demands that authorities act upon the choices, wishes, 
values, and conduct of the individual in an indirect manner (Rose, 1990, p. 10). 
Through 'acting at a distance', expertise provides the 'essential distance between the 
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formal apparatus of laws, courts, and police and the shaping of the activities of 
citizens' (ibid.). 
Seeking to understand how and why delinquency came to be thought about in 
the way commonly accepted in the 'fifties, J. Bessant (1991, p. 13) traces ideas of 
'child saving' in the nineteenth century and the influence of eugenicists as being 
responsible for how the category of the 'delinquent' was articulated, linking the 
emergence of the discourse to Cyril Burt in his classic work. The Young Delinquent 
(1927). In Australia, through the work of eugenicists such as McCrae and 
Cunningham, the problem of delinquency was established as being contingent on 
being working class and having low intelligence (J. Bessant, 1991). Thus juvenile 
delinquency was strongly associated with 'bad homes' since 'every problem child 
comes from a problem home' (QTJ, 1958, 7, p.l), an assertion which stemmed from 
Burt's work. The accompanying element of 'low intelligence' was not directly 
articulated in the QTJ, although 'maladjustment' categories which were linked to 
deficiency in intelligence isolated suitable cases for treatment. Contributing 
problems included mothers who worked, separated or divorced parents, illegitimacy, 
ill-health, dmnkenness and criminal records (ibid.). The EOG took a different slant 
on maladjustment, stating that 'maladjusted children are found among all levels of 
intelligence' (1960, 5, p. 155). A research study was cited which listed four main 
groupings of symptoms of maladjustment: 'nervous and emotional disorders, habit 
disorders, behaviour disorders and educational difficulties' (ibid.). 
In the discourse of delinquency and maladjustment, mothers were most likely 
to be blamed for problem children (Carrington, 1991). 'Matemal deprivation' 
(Bowlby, 1952) was considered to be a causal factor in creating these situations. 
The role of the mother was to make sure that the well-being of the child was 
achieved (Rose, 1990, pp. 151-177). The 'good mother' was a contingent figure 
which had been produced through her association with the knowledge claims of 
child-centred psychology about the 'nature' of children and her possessing the 
particular attributes desired (Tyler, 1993, p.39). In this argument, the good mother 
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exists as a normative rather than a natural entity (ibid.). Normalized accounts 
focussing on the mother's role had made women the object of the production of 
matemal nurturance, understood as the guarantor of the rational subject (Walkerdine, 
1985, p.204). Because women, positioned as mothers, were held responsible for the 
moral order, they were 'at once safe, yet potentially dangerous (the bad mother)' 
(Walkerdine, 1986, p.63). Mothers were usually most interested in the welfare of 
their children, sacrificing much to make secondary education a possibility (Schonell, 
1953, p.7). 
Thus, the psychological discourse enveloped the private sphere of the family, 
placing women as instmments of govemment. Women's roles as mothers and 
homemakers became firmly linked to both consumerism and the psychological 
discourse. As the family became increasingly child-centred, the central position of 
the mother to the welfare of children became a dominant theme of psychologists and 
the discourse developed through a wide application of these theories. The subject 
positions of women in the discourse of citizenship rationality demanded that they 
provide the 'facilitating environment' for the production, through nurturance, of the 
child as the good future citizen. This was to be done through matemal love 
(Walkderdine, 1985, p.207) based on the active participation of women in new 
social norms of hygiene and modem child rearing practices. 
What was important was that a link was forged between the child 
development psychological theories and the adult-child interactions in the home. 
Govemment of the child through the expertise of the psy discourse had invaded 
subjectivity and intersubjectivity at the site of the family. What was "normal" and 
what was "deviant" could be constmcted according to the experts and the child-
centred family was the normal family. Through psychological discourse, 
delinquency came to be thought about in new ways which were compatible with 
govemmentality. Rather than just 'blaming the victim' (Ryan, 1972), there were 
new explanations for the plight of the problem child, such as: 
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At the root of the child's crime there may be many things - a broken 
home where divorce or separation has destroyed any mental balance a 
child might have had, a recollection of violence when a loved one or 
possibly the child himself [sic] was cmelly treated often for no reason 
at all, a loss of affection because parents were so busy and so often 
away that the child thought no one cared for him, an absence of a 
restraining hand resulting from the death of one or both of the 
parents, a lack of security following some other unpleasant domestic 
trouble such as might occur when a family goes through a period of 
dissension or strife either from within or from without as might 
happen in time of war. (Bamard, 1956, p.24) 
Thus, gradually, blaming the victim discourse was being redefined by psychological 
explanations to place the blame on the influence of home environment on the child. 
However the problem was still, in Ryan's terms, located within the child as the 
individualized product of a particular home. That is, wider social contexts were not 
examined except in superficial ways in liberal progressive discourse as 
"environment" explanations. The focus was firmly on the individual family, 
especially on the mother. Additionally, family and school were linked in the 
discourse of the social as social welfare increasingly became an area of govemment 
intervention. 
The post-war years saw the consolidation of industrial capitalism and the 
realization of the suburban dream (Game and Pringle, 1983, p. 87) and govemment's 
attempt to return women to the home front. Marriage and the bearing and rearing of 
children had enhanced appeal in the 'fifties as family life in suburbia supposedly 
delivered the promise of a haven against the world. This process of families 
'turning in on themselves' had to do with the physical setting of the suburbs and the 
emphasis on consumption for the home (ibid.). This was conducive to the interests 
of govemmentality. When Donzelot (1979a, p.6) writes of the 'policing of 
families', this is not in the repressive sense but in a broader way describes the 
administration of families through mechanisms which enlist family members as 
wUling partners in reforms and policies which aim to improve the mental and 
physical well-being of its members and the ability of its members to adjust to these 
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norms (McCallum, 1993, p. 147). Thus families in the 1945-1964 period were 
invested with the hope of the future. The policing of families has been achieved 
largely 'through the diffusion of medical, educative and legal norms which seek to 
regulate and transform family life in ways designed to secure certain social 
objectives ...[including] the education of tomorrow's citizens and workers' 
(Carrington, 1991, p. 109). Families, through this policing role, were enlisted as the 
willing instmments of govemment for producing the good citizen, a useful strategy, 
since in the interests of national efficiency, problems such as delinquency had to be 
wiped out (J. Bessant, 1991). 
Family values had to be aligned with those of govemment. Modern 
techniques of regulation, such as education, have transformed the family into a 
child-centred unit which is also a site for intervention and normalization (Donzelot, 
1979a). However some families are more comfortable with being closely linked 
with regulating bodies (e.g. medical, legal and education services) whilst others, in 
particular, working class families are caught in a situation of 'supervised freedom'. 
For example, working class youth were to be supervised and managed with the skill 
and knowledge of the expert who could efficiently treat and eradicate such problems 
as, for example, delinquency (J. Bessant, 1991, p.23). In the context of education, 
the expertise of the psy professionals had developed to the point where it elicited the 
respect, even the awe of the public at large (Kapferer, 1990, p.43). Psychology in 
its therapeutic form of psychologism was powerfully placed to lead the discourse. 
Overall, the family of the fifties became increasingly involved in the govemance of 
itself, and the child at the centre was constantly reaffirmed through psychological 
discourse in the wider society and in schooling. 
JTie teacher's role 
Apart from its links with the family, the school as a site of the social also 
enjoyed increased importance as a mechanism for producing the self-governing 
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citizen and this was partly to be achieved through the teacher-pupil relationship. 
Hunter (1993, p.276) refers to this relationship within the pastoral bureaucracy as 
'the programmed pastoral intimacy of the teacher-student couple'. 
Teachers were supposed to be 'mental hygienists' ('NEM', 1950, p.3) in 
their approach to the whole child. 'Good discipline' was of vital importance to the 
success of teacher-pupil interaction: 
If good discipline is taken to mean the striving after the same standard 
as is to be found in discipleship, then we must say that the real test of 
a teacher's disciplinary powers is the extent to which the pupils strive 
to behave in a manner conducive to good relationships between 
teacher and those taught. For discipline to be good even 'problem' 
children must show reasonable efforts to behave properly. (Bamard, 
1956, p.24) 
In the context of the "hidden curriculum", schools needed to 'prepare' their students 
for citizenship, through the exercise of 'good' discipline and the building of self-
discipline, and not by teaching it in lessons (Schonell, 1952, p.l l) . Increasingly 
discipline was defined as a desire to "do the right thing". As will be discussed later 
in this Chapter, the govemment of the child was supposed to be non-coercive, 
however since the Regulations allowed for corporal punishment in specified 
circumstances, coercion was definitely both an official and unofficial strategy in 
classroom practices (see Chapter 2). 
As an example of a corrective, but non-coercive strategy, which was used to 
illustrate desirable practice for classroom teachers who were legally not invested 
with the power to exercise corporal punishment, a Queensland teacher outlined how 
children from their beginnings at school were given a set of subjective possibilities 
from which they 'chose' their positions. She described her Grade 2 class which was 
'divided into three types from the viewpoint of discipline' thus: 
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A. Those children who take a great pride in behaving themselves, 
in pleasing their teacher, in working conscientiously. 
B. Those children who, apparently, don't care to win approval, 
who have had little training in obedience in their homes, who 
either cannot, or do not want to, concentrate on any work, 
who are careless or lazy. 
C. Those children who seek definitely to be a nuisance, either to 
attract attention to themselves, or because they have discovered 
their power to be an annoyance, and delight in it. (Bristow, 
1956, p.22). 
As a way of eradicating some of the unsavoury behaviours of these seven year olds, 
a series of recipes was given which centred on rewards and punishments loosely 
formed in the psychological discourse of behaviourism but which seemed like good 
common sense management. Psychologism was increasingly informing teacher-
student interaction, with teachers being exhorted to be nurturers and facilitators 
through the 'love' element of child-centred pedagogy (Walkerdine, 1985), although 
it was not until the 'seventies that this idea became an acceptable aspect of the 
pedagogical relationship in Queensland. 
Subjects of the Crown 
The belief that good citizens were constituted through school practices and 
rituals was a compelling one. Although Australia was involved in its quest for 
nationhood through the forging of an economically productive nation and a national 
identity, strong ties with Britain were evident. Despite the Jubilee celebrations in 
1950 which celebrated the Commonwealth of Australia, Queensland children were 
first and foremost citizens of the British Empire, later the Commonwealth, with the 
symbol of the Crown forever in their vision. This was achieved not only in 
observance of the British National Anthem in daily parades conducted in military 
fashion, but also through the official channels of the EOG. For instance the death of 
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King George VI in 1952 and the succession of Queen Elizabeth II in 1953 deserved 
solemn attention. In the latter case the EOG contained a message from the 
president of the Empire Day movement which by official instmction had to be read 
to students prior to the Coronation: 
In a few days' time our young Queen Elizabeth II will be crowned in 
Westminster Abbey ... thus do we realize that the Abbey, once a 
shrine for England, is now of a shrine for all the people of the 
Commonwealth and Empire; and that the solemn episodes of the 
Coronation service will embrace you all. (EOG, 1953, 3, p.61) 
Coronation day was declared a public holiday throughout the State. The following 
day, children in Brisbane metropolitan schools presented a human display of 
allegiance to the Crown at the Exhibition Grounds, whilst children in regional 
centres were also engaged in similar activities (EOG, 1953, 3, p. 62), such as tree 
planting ceremonies. The School Paper (May, 1953) reiterated the significance of 
the event and the activities. Schools were congratulated on 'the standard of 
performance reflected in the careful preparations and the interest and co-operation of 
staff and pupils' (Watkin, Report of the Secretary for Public Instmction for 1952, 
1953, p.24). 
The Empire Youth Movement sensed the importance of the occasion for 
using their agenda 'to help the Youth of the Empire to realise that they are all 
members of the British Commonwealth of Nations ..., to inculcate a sound 
patriotism based on Christian principles ..., and to build character and make true 
citizens' (EOG, 1953, 3, p.62). These ideals were not isolated in this particular 
movement, but were also incorporated in the set reading texts (Queensland Readers) 
which contained restricted notions of citizenship in the sense just alluded to, as well 
as many Anglophile ideas and illustrations. For instance, the Grade 5 Reader 
contained four poems and two prose extracts which could be classed as 'Australian', 
the remainder being European, with a strong English component. Taylor (1993a), 
in a discourse analysis of the Queensland Readers, traces the influence of 
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progressivism in piecemeal changes made over a period of fifty years. She notes a 
curious mixture of outright moralizing with more 'self-directed' experiences for the 
child. The 'dutiful child' was produced through nineteenth century prose and poetry 
where moral training was central to pedagogy (ibid.). In contrast, the 'self-directed 
child' (which can be read synonymously as the 'self-goveming' child) reflected the 
growth in progressivism in education (ibid.). 
The publication of School Papers by the State Department had a more direct 
influence on the population of schools. These were published throughout each 
school year and were aimed at particular cohorts in terms of grade levels. Topical 
issues and events could be addressed, for example the end of World War 11 or the 
State's Centenary celebrations in 1959. These publications were therefore a means 
of conveying ideas about citizenship, using local material, but keeping the 
Queensland school child firmly linked to the British Empire/Commonwealth. 
Citizenship was narrowly defined by assimilationist policy and practice where 
the family status of the nation within the Commonwealth with its overtones of 
colonial imperialism shaped a growing sense of nationalism. For instance on 
Empire Day, 1958, the president of this movement stated: 
AU of us who have actually seen Her Majesty The Queen moving 
though familiar surroundings in our own homeland, or in foreign 
lands - we know without doubt that there moves the tme heart of the 
Commonwealth. (EOG, 1958, p.73) 
In 1961, the Commonwealth Day message picked up on the family analogy while at 
the same time playing down any inequities between and among 'family members', 
whilst the 1958 Empire Message was dismissive of equality, stating that: 
To want to be equal is dull, like a stagnant pool. Can the people of 
Manchester hear the roar of the surf and the sigh of the shimmering 
palm-trees under the azure skies of Tonga? They cannot. So 
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Manchester being poor in natural music, needs, and has, a Halle 
Orchestra: Tonga does not! (EOG, 1958, April, p.73). 
"Difference with deference" was the message which obscured the deeply dividing 
issues of social, cultural, political and economic inequalities. 
In keeping with an assimilationist, Anglo approach, Christianity was the 
official religion expressed in a Christmas message from the Director-General that 
1964 would 'inspire consciences with a reverence for all things Christian' (Pizzey, 
in EOG, 1963, 11, p.333). Regular bible readings were part of the school syllabus, 
as were regular visits by clergy/priests for the purposes of religious instmction. 
This section has illustrated the increasing involvement of the school and the 
family in the production of the good citizen who was socially and emotionally stable. 
This was to be achieved through non-coercive means (despite the provision for 
corporal punishment in the Regulations) so that the self-goveming citizen would be 
the result. The psychological discourse brought new interpretations and 
understandings into the "hearts" domain, since it explained problems such as 
delinquency and "abnormal" families and marked individuals out for treatment. 
Significantly, the parameters were defined to limit the production of citizenship at 
the level of the individual who was a docile body but useful in the building of 
Queensland. It is the utility factor in the making of the citizen which is taken up in 
the next section. 
Hands 
The attention given to the welfare of the individual was tied to the citizen of 
the future being useful in the building of the State. With respect to the last 
component, Edwards (Report of the Secretary for Public Instmction for 1947, 1948, 
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p.21) did not clearly state what he meant by the "hands" component of education for 
the 3 Hs. In the previous year he had written about the importance of 'handicraft or 
manual training' in terms of the stmcture of the syllabus, comparing a local report 
with that of a Scottish Council of Education report. He noted similarities 
particularly in the attention given to 'handicrafts and manual training' and 'bodily 
health' (Report of the Secretary for Public Instmction for 1946, 1947, p. 16). In this 
section, the "hands" component, which Greenhalgh (1949b, p.5) has interpreted as 
the 'doing' part, will be discussed by examining practical aspects which were closely 
allied with training for good citizenship in so far as they had an important bearing 
on work and leisure. The good citizen needed to be useful in the building of 
Queensland; he/she also needed to be healthy. Both aspects of the good citizen are 
addressed below. 
Certainly Edwards meant something quite different from Neill's interpretation 
of "practical" activities in education. Whereas Neill's concem lay in the danger of 
cramming children's minds with facts and theories because of the effect of thwarting 
and repressing their emotions, 'practical' in Queensland (as discussed in Chapter 2) 
was largely synonymous with vocationalism and as such was tied to the production 
of the good and healthy citizen in a 'country of breadwinners' (Forgan Smith, 1941, 
p. 131). As testimony to the importance of this interpretation, Connor (1954a, p. 10) 
placed 'vocational' first in a list of aims of education. Interestingly, Watkin 
countered the popularity which vocational courses enjoyed by stating that: 'This does 
not mean of course that it is the function of the secondary school to tum out students 
with highly specific, saleable, vocational skills' (Report of the Secretary for Public 
Instruction for 1951, 1952, p.23). But he then contradicted this statement somewhat 
by asserting that: 
It does mean, however, that the curriculum of the secondary school 
should be determined not by the requirements laid down by a 
particular interest, but by much wider considerations of which the 
needs of employers would be one. (ibid.) 
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Early vocational training in practical aspects of life came about from 1923 in 
Queensland primary schools with the introduction of project clubs. They continued 
in the post-war years as a reflection of the mral economy which was still immensely 
important because the Labor Party had continued its policy of promoting the rural 
sector. In 1957, the Country-Liberal Party coalition govemment continued the rural 
development policies of the previous govemment (Clarke, 1992, p.53). Because 
participation in secondary education was low, the project club was seen as 'a very 
effective educational instmment for correlating school work with home and 
environmental interests' (Department of Public Instmction, n.d., p.29) and in fact, 
'Leaming by Doing' was the official motto of the project clubs. 
The QTJ and EOG regularly reported how calf clubs, bee-keeping clubs, 
poultry clubs, forestry clubs etc. should be mn within schools, whilst Ministers' 
reports gave recognition to their efforts. Because the "project" aspect put the onus 
on students to solve problems, the project clubs represented experiential leaming 
since 'passive absorption of information is replaced by observations and reasoning 
and principles are established as a result of experiment and experience' (Department 
of Public Instmction, n.d., p.29). The strong vocational aspect of project clubs 
reflected the fact that many children, especially in mral districts, were likely to 
follow their parents' occupation. It was also argued that because of the necessary 
home/school links in project activities, for example, rearing a calf, parents could 
participate by sharing their knowledge and skills (ibid.). In Queensland this was 
perhaps the earliest form of parent participation at the level of curricula and was an 
attempt to make education more equitable for mral people. 
"Working with your hands " 
Queensland had suffered economically in the 1930s Depression because of its 
rural economy and its slowness to industrialize (Clarke, 1992, p.40). The State 
Department of Public Instmction realised its responsibility of providing artisans to 
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'cope with the changing industrial methods and regime' (Department of Public 
Instmction, n.d. p.59). In post-war reconstmction, the Director of Technical 
Education in the late 1950s, Evans, strongly stressed the importance of technology 
to accelerated industrial development, pointing out that Australia was facing a crisis 
in its deficiency of technically trained men and women (Clarke, 1992, p.53). He 
argued that industry demanded technologists, technicians, tradesmen and managers, 
whilst the demand for unskilled labour had dropped considerably (ibid.). 
The primary school was the first site of such training through its manual arts 
and domestic science subjects which were examinable in the Scholarship until 1952 
(although students could elect to take history or geography in lieu). These 
vocational subjects were totally gendered, with the boys doing manual training -
woodwork, sheetmetal work, and leather work whilst the girls did domestic science -
cookery, needlework, and practical housewifery. In the context of equality of 
opportunity, mral girls in small schools were not completely excluded from these 
experiences because teachers travelled in fully equipped railway carriages to remote 
parts of the State. 
'Putting science into housecraft' was considered a progressive move, but can 
also be seen as a way of making the subject seem more 'academic', thereby giving it 
more status and making it more attractive as a choice (see Reiger, 1985). An 
example of this application of science was leaming the physics principle of how a 
refrigerator works, (i.e. how 'cold air sinks and hot air rises') (Marks, 1988, p.60). 
The women who taught the subject, those who inspected teachers and pupils in 
schools, and the girls themselves were caught in a sexist regime of tmth which was 
to fit girls for home duties. In 1951, it was reported that of 205 girls sitting for the 
Scholarship in Rockhampton, 116 of them were candidates in the 'domestic' section 
(Courier Mail, 1951, December 8, p.7). For girls, then, the "hands" component in 
Queensland was formalized as a dividing practice based solely on gender, as they 
were faced with an oppositional discourse which efficiently kept many from 
exploring secondary or tertiary education. Butts (1955, pp. 34-35) commented on 
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what he saw as a link between the role of women in Australian society and the 
'inferior' positioning of girls in education. The tmth-producing effects reflected in 
pedagogy included subject positioning of girls as "wife", "mother", "nurse", 
"homemaker", "teacher" etc. By such means, girls' aspirations were brought into 
line with those of govemment. 
For both girls and boys, following a "hands" course determined early school 
leaving and entry into the labour market. In 1952 and afterwards, when the 
Scholarship consisted of English, mathematics and social studies, the vocational 
subjects continued, but they were not examinable. Although Edwards (Report of the 
Secretary for Public Instruction for 1947, 1948, p.21) had asserted that the 
preparation of the child for life should be in general rather than specific ways, 
vocationalism offered divisive criteria which penetrated primary school curricula as 
gender-based dividing practices. In a study of secondary school leavers, boys were 
shown to be attracted to clerical work, engineering and electrical apprenticeships, 
other apprenticeships, mral occupations, sales work and teaching, whilst girls went 
into clerical work, teaching, home duties, sales work, clothing trades and nursing 
(Report of the Secretary for Public Instmction for 1949, 1950, p.20). Girls and 
boys as 'objects of desire' (Steedman, 1985, p. 120) willingly took up the subject-
positions in the discourse thereby affirming the gendered outcomes of vocationalism 
in curricula and for girls the power of dominant discourse. 
As discussed in Chapter 2, vocationalism had always been important in 
Queensland even as motivation for children in the academic streams, and in 
Edwards' determination to open up secondary education from being 'the exclusive 
privilege of the academically gifted', he was eager to show that 
participation in the affairs of the world is not the merely intellectual 
one. If, in their case [the majority who finished their education at 
Junior level] the primary approach is bookish, then the result is 
failure, fmstration, lack of interest, and rejection of all leaming and 
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culture. (Report of the Secretary for Public Instmction for 1949, 1950, 
p.20) 
The vocational subjects, in Edwards' view, should have 'parity of esteem with the 
academic subjects' since the aim was for all students to be able 'to take their places 
as enlightened citizens in a democratic community' (ibid.). However, whilst 
Edwards asserted that education was a 'social agency', he conceded that the type of 
education given in any society was dependent on the ultimate goals of education for 
'the aim of the process determines all educational effort' (Report of the Secretary for 
Public Instmction for 1947, 1948, p.29). He also recognized that the all 
encompassing educational aims which he fumished could hardly be realized because 
the majority of students left school at the age of fourteen years. This was 
acknowledged to be partly a result of education not being suited to the needs of 
young people who did not wish to proceed to the University. His push for 
vocational subjects was a counter to this wastage. However he also argued that at 
least one practical subject should be taken in a Junior course on 'educational and 
vocational' grounds rather than for purely 'vocational' reasons. Perhaps this bore 
directly on concem for the "hands" component in the leisure activities of the good 
citizen. 
In 1962, despite plans for opening up secondary education for all, there was 
'a definite relationship' reported between the occupation a boy or girl entered on 
leaving school and the occupation of the father (EOG, 1, 1962, p.270). Less than 
two per cent of sons and less than one per cent of daughters of unskilled and semi-
skilled fathers undertook university work, whilst more than one-third of the sons and 
one-quarter of the daughters of university educated fathers themselves became 
university students (ibid.) The research demonstrated the dichotomy of "heads" and 
"hands" in the relationship of the academic and the vocational. Whilst these results 
were interpreted in terms of educational wastage (see Chapter 3), they also served to 
demonstrate the unequal outcomes of the social agency of schooling. 
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Vocationalism in schooling divided the community with technical education 
being seen as the 'poor man's university' in Queensland. The social friction 
between the academic and vocational was epitomised in the Premier, Gair's, 
statement that parents had 'a fallacious idea that their Johnny would not look as well 
in overalls as he would in a doctor's coat' (Clarke, 1992, p.53). 
Healthy bodies 
The other aspect of the "hands" component, that of 'bodily health', was 
briefly discussed in Chapter 2 and will be taken up in this instance in the context of 
the 'policing' (Donzelot, 1979a, p.6) of health. Located in a regime of tmth which 
used the mental hygienist logic of early prevention of maladjustment, this idea was 
extended to physical health so that medical and dental inspections occurred as part of 
the state's education policy since 
the Department realises that the mental outlook of a child is definitely 
influenced by its general health and that, if the greatest benefit is to be 
received from the system of education as functioning, it is necessary 
that the State should accept responsibility for the physical welfare of 
its children while they are at school. (State Education in Queensland, 
n.d. p.43) 
The aim was for medical inspections to be carried out every three years, with 
records kept of each child's condition of health. Teachers were enlisted to help 
medical and dental personnel isolate defects and diseases and to 'endeavour to 
persuade' parents to 'have the defects remedied' (ibid.): 
Teachers desiring to submit children suspected to be below normal, 
either mentally or physically, for medical attention at the next visit of 
the medical inspector or school nurse, should fumish a list of such 
children to the head teacher, who will confer with the visiting medical 
inspector or school nurse. (Regulations, 1934, p. 137) 
130 
Programs for the govemment of health were part of the medicalization of the 
family. By using the technology of the examination in its medical form, this time 
more directly, on the body of the school child, the school population could be 
govemed in terms of its health. School medical and dental inspection represented a 
means of intervention where mechanisms of govemment were brought to bear on the 
family. The aim was to use the family as an instmment of govemment, whereby it 
became a self-regulating unit by attending more closely to and taking responsibility 
for its children's health. As with the written examination, the population of schools 
provided the means for investigations and calculations on both a community and 
individual basis. Through statistical calculation, a developmental norm could be 
established, for as Rose (1988, p. 193) argues, childhood became 'visible, inscribable 
and assessable' through the constmction of scales, charts and observation schedules. 
The self-regulation of health was the aim of health education in Queensland 
schools. Teacher handbooks were prepared for health lessons in the classroom as it 
was considered necessary that general cleanliness and diet be taught to children as 
well as physical education. The definition of physical education which Greenhalgh 
uses to portray the importance of this 'new' aspect of the 1952 Syllabus 
demonstrates its self-regulatory imperative: 
Physical Education means making the body as good as it can be made 
and attending to its harmonious development. It therefore includes 
healthy environment, feeding, medical examination and treatment, 
good personal habits and knowledge of hygiene, as well as suitable 
physical exercise and games. (1949b, p.4) 
The desired outcome was that the children would realize the importance of such 
measures and therefore value them in their adult lives as good citizens. A healthy 
population made for ease of govemance and was an integral part of the thmst for 
national and social efficiency. 
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Thus the "hands" component of Edwards' plan had more to do with 
producing a useful citizenry, based on social and gender assumptions which were 
part of the particular logic of the period, than with reforming curricula. In terms of 
the physical health of the child and citizen, a better chance that follow-up remedial 
measures would be taken was afforded through the growing home/school 
relationship. 
Conclusion 
This Chapter has explored how modem individualism, as a political 
rationality, helped produce the post-war school child through schooling practices. 
The school was an apparatus of govemment which was used to bring the aspirations, 
choices and co-operation of children and their families in line with the aims of 
govemment. It has traced shifts in emphasis from the individual in the social, to the 
needs of the individual as a "whole child" influencing pedagogy and curricula. 
Edwards' (1947) vision for 'education of the 3 Hs' has been considered and the 
success of each of the components, that is to say, "heads", "hearts" and "hands" has 
been evaluated. 
In Queensland, "heads" were not subjugated to "hearts" or "hands" in any 
way which would damage the State's reputation for excelling at such pursuits as 
arithmetic and spelling, but by the early 'sixties, the school child was produced as 
an 'repository of hope and object of desire' (Steedman, 1985) as increasing numbers 
entered secondary schooling for the good of the society and for their own personal 
fulfilment. In the "heads" area, it was the change in pedagogy through the influence 
of theories of educational psychology which have been shown to be significant in the 
way the child was treated in schooling practices. 
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The "hearts" component focussed on the production of the socially and 
emotionally adjusted citizen and called on the child-centred family as an instmment 
of govemment to take action along with the school. This Chapter has analysed how 
the chUd/adolescent of this particular era came to be understood as a phenomenon 
which needed expert and individualised treatment as part of the expertise of 
subjectivity. 
The "hands" component required educational curricula and pedagogy to keep 
vocationalism in its entrenched place in the academic/vocational divide for reasons 
of utility. It also sought to improve the population by its attention to the production 
of physically healthy citizens. Programs of govemment in schools positioned the 
maintenance and monitoring of the child's health as a realm of increased concem for 
famUies. 
Thus the figure of the school child was produced and refined through 
intellectual, moral and physical experiences, where difference was inscribed through 
a reshaping of pedagogy with psychology. Practices associated with "heads, hearts 
and hands" positively helped produce the social positions and identities through and 
by which subjectivity was created. Ideas about the child as a unique being remained 
closely allied to those of the child as future citizen, so that child-centred practices 
were limited and corrective. 
Rose (1990) has stated that his thesis of 'goveming the soul' is generalizable 
across Westem, liberal democracies although he concedes that there will likely be 
exceptions. The Queensland story from 1945-1964 indicates a more limited 
approach to self-govemance because the State's conservatism placed the citizenship 
agenda ahead of that of the child. As Meredyth and Tyler (1993) assert, the citizen 
attracts a more mundane and limited approach than the child does in its unlimited 
potential. This claim is bome out in this study. However, shifts in govemmentality 
have been noted. In the immediate post-war years, the school child was a 
'repository of hope' (Steedman, 1985) in its potential to secure the peace. By the 
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'sixties, the school student whilst still a source of hope, was even more an 'object of 
desire' (ibid.) because technological advancement was dependent on better and wider 
educational extension. 
The next Chapter moves to an analysis of a particular technology which 
enabled govemment to operate on subjectivity. This technology took the form of 
standardised psychological tests, the results of which were used as material 
inscriptions to produce individuality as a calculable means of selection. As a history 
of the present, it is a current concem about a proposed policy for national testing 
which prompts this genealogical descent into the past. 
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Chapter 6 
TESTING TIMES 
Introduction 
The study thus far has been a history of the present in that it began by 
considering the problem of selection for tertiary entrance and then traced, in a 
genealogical fashion, earlier techniques for selection in state schooling in 
Queensland. This Chapter takes up the task and methodology of a history of the 
present in the form of a case study of two testing programs. 
It approaches policy as text and discourse (Ball, 1993), where contestation, 
re-formation and re-interpretation of texts by a plurality of readers constitutes a 
'continuous policy cycle' (Bowe, Ball with Gold, 1990, p.83), because policy is 
'always in a state of "becoming"' (Ball, 1993, p.ll) . The Chapter begins with a 
currentiy proposed policy of national assessment which is being trialled in 
Queensland schools, the Performance Standards. This particular policy stems from 
a Federal govemment initiative to bring about a system of national testing and 
national curriculum in all Australian States. It constitutes a problem of the present 
in so far as it could be used to position students throughout their entire primary and 
secondary schooling, thereby contributing to the inscription of difference at the end 
of Year 12. In order to critique the Performance Standards, a line of descent is 
traced to 1963 when a large-scale standardised testing program, variously titled the 
"Grade 7 Testing Program" and the Queensland Primary Testing Program, but more 
commonly known as the "October Tests", was implemented. This program replaced 
the selective function of the Scholarship, as well as the more piecemeal attempts at 
selection through educational and vocational guidance (see Chapters 3 and 4). 
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Consequently, the Chapter demonstrates a shift in policy from local testing programs 
to a national program. 
Govemmentality, expressed through ways which privileged the 'convenient' 
position, has underpinned policy and practice in Queensland education, particularly 
with regard to selection strategies and techniques. Through an analysis of the 
"October Tests" which places the past in the present, this Chapter seeks to identify 
historical contingencies which have influenced testing practices at different times and 
in specific ways. It will also respond to two questions conceming the proposed 
testing initiatives of the Performance Standards: How will the new tests be different 
in effect? How is it that such testing programs have come to be seen as sound and 
progressive? To begin this history of the present, the Performance Standards policy 
proposal will be analysed and critiqued. 
A New Broom 
'The policy process is one of complexity, it is one of policy-making and 
remaking' (Bowe, Ball with Gold, 1992, p.23) so that it is more appropriate to 
speak of policies having 'effects' rather than 'outcomes' (ibid.). This section will 
analyse the policy proposal of the Performance Standards program in order to 
illustrate how 'readerly and writerly texts are the products of a policy process ... 
that ... emerges from and continually interacts with a variety of interrelated 
contexts' (ibid., p. 12). In doing so, it will seek out the 'ambiguities, contradictions 
and omissions' (ibid., p. 13) in policy intentions which provide 'space' for 
manoeuvre (Wallace, cited in Bowe, Ball with Gold, 1992, p. 14). Policy will be 
analysed as text and discourse in order to estimate possible effects (Ball, 1993, 
Pp.11-16). 
The Performance Standards policy was officially announced in 1992 by the 
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State Department of Education in Queensland as a state-wide system of testing 
students' levels of knowledge and understanding in various subjects against 
'educational benchmarks', but it has since become evident that this policy is part of 
a proposal for 'a standardised Australia-wide curriculum and assessment system' 
(GUlespie, 1993, p.7). Currently, this 'revolutionary' program which will assess six 
levels of competency in Years 1-10 is being developed and trialled in a selection of 
Queensland schools (Queensland, Department of Education, 1992a, p.l). Grades 11 
and 12 are likely to be included when 'requirements of local universities can be 
taken into account' (GUlespie, 1993, p.7). Information about the Performance 
Standards has been made available to parents and the community through the 
distribution of brochures and to teachers through a booklet. 
At its launch, the testing program was alleged to have been initiated at the 
express wishes of parents in their search for 'a clearer indication of what is being 
learnt in schools', of employers and community groups who 'want to know about the 
outcomes of schooling' and of teachers and administrators who 'have called for the 
introduction of common sets of Standards and want them used statewide' 
(Queensland, Department of Education, 1992c). However, the executive officer of 
the Queensland Council of Parents' and Citizens' Associations denied that parents 
had been included in discussions about the new assessment program (Gubby, 1992b). 
In addition, the President of the QTU said that the level of consultation with teachers 
had been 'minimal' (ibid.), despite a stated aim of the proposed testing program 
being to assist teachers to give parents more detailed information about their children 
(Department of Education, 1992a, p.l). 
While this contradictory discourse highlights the omissions of policy-making, 
a favourable press synopsis of the rationale presented it as an enabling policy since 
'parents will be able to see how their child has performed in his [sic] class and on a 
state-wide scale' (Gubby, 1992a). The Premier, Mr. Wayne Goss, asserted that the 
Performance Standards represented 'one of the most significant and fundamental 
improvements to Queensland's education system in recent history' (Department of 
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Education, 1992a, p.l), while the then Minister for Education, Braddy, stated that, 
'most importantly it will enable teachers to provide parents with more detailed 
information about their child's progress' (ibid.). In the popular press, a strong 
recommendation in favour of the tests was that movement around the State because 
of transfer could be facilitated by test results which would aid the placement of 
students since 'a level-four result in Brisbane will be the same as a level-four result 
in BirdsviUe' whereas a 70 per cent maths result might differ from school to school 
(Gubby, 1992a). More recent press reports support this idea, quoting the Education 
Minister, Comben: 'For the first time we can really see what is going on ... when a 
kid moves from State to State, they can immediately see where they fit in' (Comben, 
cited in Gillespie, 1993, p.7). This knowledge is to be achieved through 'an 
objective comparison' (ibid.) 
In the rationale for this program the needs of the child are recognised but 
only in the context of the expertise of others who know what is best for the child. 
The language in the booklet and pamphlets hinges on what can be done to the child 
for the child's own good. So whilst in one sense, the program has something of a 
child-centred thmst, this is in a limited govemmental sense. Primarily the child is 
seen as being amenable to measurement and therefore treatment, hence the 
"placement" idea. The liberal humanist idea of the immeasurability of the child in 
its uniqueness is subjugated to the measurable child in a normative field as this is the 
figure which is desired by parents, employers and the community. 
In order to unravel the possible clues as to why this policy has been accepted 
thus far, it is necessary to take account of the origins of the current testing initiative. 
Queensland, according to the Education Minister, Comben, has 'taken the initiative 
and strongly supported the new system' (Gillespie, 1993, p.7) which is a Federal 
govemment policy 'based on developments elsewhere' (Queensland, Department of 
Education, 1992c, p.7). For instance, the Hobart Declaration on Schooling speaks 
of 'national reporting to the Australian people' and of 'national goals for schooling' 
which wUl 'provide a framework for co-operation between Schools, States and 
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Territories of the Commonwealth' (1989, p.l). Currently the Education Department 
in Queensland is working closely with the Curriculum and Assessment Committee 
(CURASS) of the Australian Education Council in the production of 'national school 
curricula profiles' (Aubert, 1993, p.l). 
These recent moves towards national testing and a national curriculum 
resemble what has occurred in education in Thatcherist and post-Thatcherist Britain 
in recent years (Gipps, 1992; Taylor, 1993b) and in the United States of America 
and New Zealand (see Dale and Ozga, 1993, p.63) where the influence of New 
Right strategies is recognized (see Lingard, Knight and Porter, 1993). In 
Queensland, current policies for national testing are not so easily identified as being 
those of New Right thinking because they are mediated through Labor govemments 
at State and Federal levels. However, obvious links with ideas of economic 
rationalism and corporate managerialism in educational policy have been well 
established (see Lingard, Knight and Porter, 1993) and these ideas, as intemational 
political rationalities, are powerful influences on govemmental goals. 
As part of these political rationalities, competency-based standards for 
education and training form a relationship: 
Economic rationalism enshrines the marketplace as the 'natural' and 
hence appropriate arbitrator of the exchange of goods and services. 
The competency based standards movement enshrines behavioural 
performance as the 'appropriate' way to ascertain satisfactory 
outcomes from the education and training system. (Porter, 1992, p. 12) 
Theories of economic rationalism, linked with psychological behaviourism, succeed 
because they provide a means of moving between macro and micro levels to ways of 
understanding individual human behaviour (Porter, 1992, p. 14). In their explanation 
of the economic. Miller and Rose (1990, p.ll) argue that programs for the 
govemment of economic life do not emanate from a central point such as the state, 
but rather a particular political vocabulary is used to implement policies which 
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reflect the reality and render it into the domain of thought as a political rationality. 
From this perspective, large-scale testing programs such as the Performance 
Standards are technologies of govemment which 'translate' economic rationalist 
ideas into the domain of reality (Miller and Rose, 1990) where they become part of 
bureaucratic regulation. 
This kind of regulation is welcomed in the current climate if the editorial in 
the Courier Mail is any barometer of local thinking: 
For far too long, Australian educators have promoted the view that 
testing children against set standards is counter-productive or unfair. 
In fact it is productive and very fair: it creates an environment in 
which children will want to succeed, and one in which they can 
measure their progress against universal tests. (CM, 1992, June 4) 
Ironically, testing is productive in a govemmental sense because it produces 
efficiency, knowledge and accountability. However, as a disciplinary technology, its 
power/knowledge effects are not seen to be an issue. Indeed the popular press is 
dismissive of such effects: 
It is inevitable that some students wUl fail such tests. They will do so 
for a variety of reasons, from lack of interest to simple 
dunderheadedness ... There is no way that society can function in an 
environment in which no one fails by virtue of the fact that no one is 
subjected to realistic testing. (CM, 1992, June 4) 
This reaction is in itself significant, as in the spirit of the retum of "commonsense", 
it welcomes the use of standardised tests by stating that: 
The fundamental utility of standard state-wide testing of primary 
schools students has at last made itself re-apparent to the Education 
Department and its political masters. This sensibility is to be 
applauded. (CM, 1992, June 4) 
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This praise was misplaced because of its ambiguous focus on 'standard state-
wide tests'. Such language conjures up a negative connotation which the 
Department and its 'political masters' rejected, because, according to the 
Department, the media had got the testing program all wrong. The official 
statement to redress the misunderstanding argued that 'the whole notion of State-
wide testing was erroneous' since 'the only State-wide aspect of the whole concept 
would be the benchmarks against which student performance is reported' 
(Queensland, Department of Education, 1992b, p.l). The testing itself would in fact 
be school-based and both formative and summative using a variety of methods 
including tests and examples of work produced. This statement by the Department 
underlines an urgent need to keep the Performance Standards unsullied from any 
Unks with the notion of state-wide standardised testing such as might be associated 
with the Australian Scholastic Aptitude Test (ASAT) component of the Tertiary 
Entrance (TE) Score and the Queensland Core Skills (QCS) test of the Overall 
Position (OP) rating. The language and vocabulary of govemmentality are indeed 
cmcial to a program's success. It is critical that policy texts contain vocabularies 
for making a program thinkable and manageable because language and vocabulary 
are tactics for 'the buUding of desires, the enlistment of co-operation, [and] the 
adjustment of choice' (Meredyth, 1992b, p.3), all of which are necessary for 
successful policy implementation. The Department is solicitous that this particular 
program gains acceptance and is using the technique of language to "seU" it as being 
primarily a 'reporting framework' (personal communication with G. Slingsby, 1993, 
June 7). Additionally, recent press reports and editorials are trying to achieve 
acceptance through rhetoric: 
At last there is some sense on the educational horizon ... too much 
education in recent decades has been based on Mickey Mouse 
principles and has ignored the primary purpose - to produce young 
people with a sense of self-discipline, the abiUty to think for 
themselves and the skill to adapt to the demands of the workforce. 
(Sunday Mail, 1993, June 27, p.60) 
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In spite of the protests which sought to distance the Performance Standards 
from other standardised tests, the 'benchmarks' (Queensland, Department of 
Education, 1992d) are nonetheless designed to locate the child in a normative field 
from which an individual achievement profile will be drawn. This is supposed to be 
'a unique personal profile which changes over time' (Queensland, Department of 
Education, 1992c, p. 10) and whilst the Department states that it would not support 
using the standards for purposes of stereotyping and labelling, the individual 
profiles, as with all normative testing procedures, are technologies designed to make 
each individual a 'case' accompanied by documentation where difference is codified, 
mathematized and standardised (Rose, 1988, p. 194). The Teacher Information 
booklet addresses the topic of individual student profiles thus: 
the introduction of Standards will provide the common elements for 
student profiles. At certain times - especially for formal reporting 
purposes - the teacher will need to make a judgment by comparing a 
student's performance with the Standards. (Department of Education, 
1992c, pp.7-8) 
In itself, profiling is obviously normative and govemmental, designed to 
inscribe an image of the 'whole' child's capacities (Meredyth, 1992a, p. 16). 
Judgments of performance measured against the Standards will be added to all kinds 
of other information about the individual (e.g. results of end-of-semester tests, 
psychological tests and counselling and medical information). As a case study for 
'pedagogic observation', the child is gradually 'translated into a "web of texts"' in 
which s/he is 'codified and notated according to the complex nomenclature of 
individuality and difference' (Preston and Symes, 1992, p. 199). On the matter of 
report cards, the then Minister of Education, Braddy, stated: 
Together with the usual report card, students will be given an 
individual achievement profile that will highlight students' 
performance against the standards and include examples of students' 
schoolwork. (Department of Education, 1992a, p.l) 
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It is alleged that the use of such technologies will, 'for the first time', make 
information of the individual available whereby, 'teachers and the community will 
know exactly what students should be able to do and can do, across a State-wide 
standard' (Department of Education, 1992a, p.l). This iUustrates how political 
rationalities are dependent on knowledge of that which is to be govemed. It also 
demonstrates how analysis, evaluation, identification of problems and devising 
solutions are part of govemmental action (Miller and Rose, 1989). 
In Queensland, the 'political masters' (referred to earlier in this Chapter) who 
are responsible for the framing and development of this policy are Labor 
govemments at Federal and State levels. As discussed in Chapter 4, although 
testing practices initially developed in Right wing contexts, tests were not deployed 
in schools for philosophical or ideological reasons, but instead as a technical means 
for dealing administratively with 'abnormality' and later with the organization and 
ranking of the 'normal' population (Rose, 1985). Certainly, in Queensland, testing 
for administrative reasons has belonged exclusively to neither the Right nor the Left 
since the psychological-pedagogical relationship prospered under the mle of both 
conservative and Labor regimes (see Chapters 4 and 5). It must be conceded though 
that both sides of the political fence in Queensland were conservative in things 
educational (see Chapter 2), but nevertheless testing was accepted on its own merits 
as an administrative technique of govemmentality, and not as part of any political 
agenda (see Chapter 4). 
This historical research helps to explain why the newly unveiled policy of 
testing all children in the State against standard benchmarks in order to constmct 
individual student profiles has been accepted, almost without question even though 
there are gaps, contradictions and "grey" areas which make the policy intention far 
from clear. Queenslanders are in fact well used to testing of "normal" populations, 
having been subjected to the gaze of psychologism in schooling since the 'forties and 
through more piecemeal attempts of dealing with 'abnormality' since the 1920s 
(Meadmore, 1993a; 1993b). Hence the deja vu of the 're-apparent' idea, alluded to 
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by the Courier Mail (CM, 1992, June 4). The historical evidence makes the 
Minister's comment about 'a standardised objective assessment' as a 'first time' 
event (GUlespie, 1993, p.7) erroneous. 
Sociological research on the effects of testing and revisionist histories of 
testing have done little to change the entrenched place of the psychology-pedagogy 
marriage as an accepted union. In the area of education, if any impact has been 
made by revisionists, it has been on academics in education and perhaps teachers 
who would likely argue that testing is too normative, rather than other groups, such 
as employers, who would be more likely, if the Courier Mail is a reliable guide, to 
argue that assessment is not normative enough. An example of the lack of any real 
opposition to the program is that its announcement had the effect of catching the 
QTU somewhat off guard, although not in opposition to testing per se. The QTU 
president gave the Performance Standards concept 'conditional support', providing 
that the 'standards were not tests or hurdles for students, but signposts of 
achievement' (Department of Education, 1992a, p. 1). 
The optimistic hope for a better way of administering education for the 
benefit of the chUd could well explain this reaction. Because testing as a way of 
"knowing" has become a practice which parents, communities, students and teachers 
welcome in the "child's best interests", there is a belief that the uniqueness of the 
individual chUd can be enhanced by the knowledge yielded by standardised tests 
(Kapferer, 1990). Testing is generally not seen as a controlling mechanism, but is 
viewed as a means for the advancement of the individual. By association, however 
tenuous, with the child's best interests, the language of competency-based education 
secures acceptance. Additionally, the discourses of psychology and individualism 
run deep and wide to take on a therapeutic effect in the wider society as well as in 
schooling practices so that any form of testing of the individual takes on a 
progressive aura. This aura extends to competency-based tests as 'objective 
comparisons' (Comben, cited by Gillespie, 1993, p.7). 
244 
Because of the economic and political circumstances already outlined, the 
present program proposal must be placed in the realm of govemmentality in the 
current regime of tmth which continues to be driven by expediency. However, 
historical contingencies in the 'eighties and 'nineties must be acknowledged for the 
ways in which educational goals have been tied direcUy to the political rationalities 
of economic rationalism and corporate managerialism through the influence of 
mediated New Right discourses, making this situation somewhat different from 
earlier decades where the 'convenient position' was based in meagre spending on 
education in a society which did not place the same value on education and therefore 
was slow to demand better from its political leaders (see Chapter 2). These 
historical shifts are reflected in programs of govemment (viz. the Scholarship, the 
"October Tests", and national testing policy). Thus it is govemmentality, but in 
altered form due to historical contingencies, which remains as the rationale 
underpinning the Performance Standards policy in Queensland. 
Opening the Gate, But Keeping Control 
As a necessary part of the task and methodology of a history of the present, 
it is appropriate at this point to trace a line of descent to 1963, the year when the 
Scholarship was abolished and a new program of assessment was put in its place. 
From the study so far, it can be seen that the state in Queensland has always been 
involved direcUy with the govemment of school populations since, from its very 
beginnings, education was state-controlled and non-sectarian. Participation in post-
primary education, in particular, was intensely govemed from its beginnings through 
practices of examination, that is to say, the State Scholarship Examination had 
controlled and selected the numbers of students allowed entry to free, state 
secondary education for almost a century (see Chapter 3). When it was finally 
abolished after several decades of intense criticism of its effects, the QTU expressed 
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'mixed feeUngs' about its demise as an educational technique, whilst recognising that 
it was outmoded in its social effects since 'the days of a restricted and privileged 
type of secondary education have passed and, with their passing the abolition of the 
Scholarship Examination was inevitable' (QTJ, 1963, 5, p. 133). 
In the post-war years particularly, widespread distmst bordering on hostility 
about the Scholarship created a space for the psychological complex to develop, as a 
supposedly progressive enterprise (see Chapter 4). However in terms of selection, 
the effects of "abUity" tests were more insidious than the Scholarship as the gaze of 
the psychological complex was less visible and less verifiable. Because the tests 
were supposedly able to test "pre-social" understandings, the leaming experiences of 
the classroom could not reUably be drawn on as they had been in the case of the 
Scholarship (see Chapter 3). 
In Queensland, the solution to a technical problem of knowing the incoming 
and increased population of secondary schools was dealt with by technical means. 
After 1962, without recourse to knowledge of the Scholarship results, and with the 
logistical problems associated with guidance officers traversing huge distances to 
administer tests, the population of schools presented as something of an unknown 
mass of adolescents who required attention in terms of govemment. In 1964 on the 
recommendations of the Interim Committee to Inquire into Secondary Education, the 
last two grades of primary school were transferred to secondary school, necessitating 
a double year intake into the first two grade levels (Grades 8 and 9). In high schools 
which were unfinished and poorly resourced (as discussed in Chapter 2), and which 
were already stmggling with increased numbers of students availing themselves of 
secondary education from the late 'fifties, a serious administrative and organizational 
chaos was created. Amid this chaos, knowledge of the individual was fragmented in 
cmcial areas in terms of scholastic identity, although guidance officers were 
employed in administering tests in schools and at the headquarters of the Research 
and Guidance Branch (see Chapter 4). However, due to the vast distances of 
Queensland, the gaze was not complete and therefore not efficient because many 
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children escaped the interventionist element of its focus. 
One important function of the Scholarship had been sorting students into 
courses. The knowledge of the individual's performance as well as other personal 
information was stored on record cards, a practice which was implemented in the 
'fifties in secondary schools and in 1963 in primary schools (see Chapter 4). The 
record card was to speak about 'pupil's interests, progress and abilities in the 
primary school' and was deemed 'necessary in determining the course of study he 
[sic] wiU undertake in the secondary school' (QTJ, 1963, 5, p. 133). Phrases such as 
'correcUy placing the student in the secondary school' and 'teachers ... directing the 
studies of the pupils into appropriate channels' underlined the power of the record 
card as an official selection technology. Yet in order to allay fears of its being just 
another addition to teachers' duties in the form of clerical work, the president of the 
QTU argued that the compilation of these cards did not represent 'an oppressive 
amount of clerical work ... Entries should not take more than a few hours each year, 
and then, perhaps, not every year' (QTJ, 1963, 5, p. 134). 
WhUst this is evidence of a half-hearted approach professionally, what is 
revealing in the implementation of this policy of record keeping was that it took 
cognizance of the fact that teachers, relatively untrained in such matters, teaching 
large classes in under-resourced and inadequate surroundings, were finding the going 
difficult enough. Teachers were called on to categorize knowledge about the 
individual under the following headings: 'health, attendance, home circumstances, 
record of attainments, notes on school record' (EOG, 1963, 8, p.227). 
Nevertheless, gaps and silences due to teacher job stress, when combined with an ad 
hoc approach could be powerful influences in the assessment of an individual. The 
results of so-called scientific tests lent an easy validity to the compilation of record 
cards in the area of 'attainments' (ibid.). Such results were instmmental in the 
production of scholastic identity as a normative calculation. 
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Changing the Gaze 
Rose (1990, p.2) asserts Uiat, 'organizational life ... has taken on a 
psychological hue'. In Queensland from 1963, this comment applies to what 
happened in schooling. To fill the void in the knowledge of the individual 
primarily, and the group as a secondary imperative, a policy was implemented which 
ensured almost three decades of standardised testing by teachers on students in their 
final year of primary school (Grade 7) classes. In some respects teachers were well 
placed in the discourse to administer the tests, mark them, and fill in results on a 
summary sheet because of the way the psychological discourse had positioned them 
as subjects and objects through classroom practices. But in the wide application of 
psychological tests which followed, teachers were not equipped through their teacher 
training courses to do the task of guidance officers/psychologists, an argument which 
McCallum (1985) puts forward when he refers to teachers as 'scientists in the 
classroom'. Although educational psychology had been part of their training 
preparation since the late 'forties, and teachers had been willingly co-opted as 
participants in the discourse, the fact remained that they were unqualified to act as 
psychologists in their own classrooms. 
While teachers generally accepted tests as a legitimate way of knowing, the 
criticisms about the validity of psychological tests if used as a single measure for 
selection/segregation, or if used to prop up the Scholarship by making it seem more 
progressive, had been significant issues (see Chapter 3). Despite these concems, the 
Education Department slipped the large scale testing program into schools without 
opposition. It was done for administrative reasons as a way of enhancing the chances 
for meting out the "appropriate" kind of secondary education for the individual 
child. There is some evidence here of child-centred principles co-existing, albeit to 
a limited extent, with bureaucratic regulation in the pastoral bureaucracy of 
education (see Meredyth, 1992a). However, despite the ideas of progressive 
education which were filtering through in policy and practice in the 'sixties (see 
Chapter 5), the administrative imperatives for using tests were more powerful than 
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the liberal humanist ideals about the unique individuality of the "whole" child. 
The officers of the Research and Guidance Branch of the State Department of 
Education were able to make the psychological gaze possible by constmcting tests, 
supported by the publication of tests and research by the ACER (see Chapter 4). 
Obviously by making the gaze as encompassing as possible, its disciplinary effect 
would enhance the aims of govemment. Thus the "October Tests" continued the 
streaming and tracking functions of both the Scholarship and vocational guidance, by 
providing normative "evidence" of abiUty. This program epitomised that notion of 
'action at a distance' in which 
mechanisms have come to rely in cmcial respects upon 'expertise': 
the social authority ascribed to particular agents and forms of 
judgement on the basis of their claims to possess specialized tmths 
and rare powers. (Miller and Rose, 1990, p.2) 
'The birth of a new form of expertise' was the expertise of subjectivity (Rose, 1990, 
p.2) and this became fundamental to govemment and self-govemment, not through 
the coercive power of the state but through the expertise of professionals (see 
Chapters 4 and 5). As a human technology, the expertise of the psychologists was 
invested in teachers as 'amateur psychologists' (McCallum, 1990) in the 
administration of the testing program. 
School administrations were also enlisted as agents of expertise and as such 
were required to retum a summary sheet of results to the Head Office of the 
Education Department where it was 'required for the compilation of norms' (EOG, 
1963, 8, p.224). Later an official statement explained that the tests provided 
teachers with an indication of their pupils' performance compared with the 
performance of Year 7 pupils throughout the State (Queensland, Department of 
Education, Administration Manual, 1981, p.l). While the whole population was to 
be researched in quantitative analyses, adding to the 'science of the state', that is to 
say, 'statistics' (Rose, 1990, p.6), the individual was singled out for treatment based 
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upon individual results. Through such means: 
The translation of the human psyche into the sphere of knowledge and 
the ambit of technology makes it possible to govem subjectivity 
according to the norms and criteria that ground their authority in an 
esoteric but objective knowledge. (Rose, 1990, p.9) 
The discipline of psychology provided the "objective" knowledge which could 
totalize and individualize at the same time and which became increasingly persuasive 
and pervasive in educational discourse from the 'sixties as the large scale 
standardised testing program became institutionalised in primary schools. The 
policy of the "October Tests" was not translated into a liberating practice, but was 
part of a process of individuation. The "October Tests" yielded psychological 
inscriptions of individuality which enabled govemment to operate upon subjectivity, 
thereby exemplifying the 'Foucault paradox' (discussed in Chapter 4). 
The "October Tests" 
These tests constituted a new way of "knowing" the population of secondary 
schools. Details of this testing program were first published in the EOG in August, 
1963 (8, pp.224-226), where the purpose of the program was explained to primary 
school administrations and to teachers who would be administering the tests for the 
first time. In terms of the functions previously performed by the Scholarship, this 
program fulfilled the second function of sorting students into courses. The official 
purpose of the testing program was: 
to provide information to secondary schools to assist in the 
placement of students in appropriate courses, and 
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to indicate to secondary schools those students who could 
benefit from remedial and developmental reading courses. 
(EOG, 1963, 8, p.224) 
The academic-vocational divide, which had long been part of the educational system 
in Queensland, (see Chapter 5) was manifested in tracking procedures. Although 
there was a common curriculum in Grade 8, tracking techniques were considered 
necessary in the specialization of courses in Grade 9. Tracking, whilst largely based 
on "abiUty", did have a strongly gendered element (see Chapter 5) which was not 
contested in the 'sixties. What required management was steering the "brightest" 
students into the academic track to avoid any 'wastage of talent' (see Chapter 3). 
The testing program was utilized in this cause, thereby taking on two functions, 
namely, that of a surreptitious IQ test and that of a replacement for the selective 
power of the Scholarship. The linkage of tracking with 'remedial' (EOG, 1963, 8, 
p.224) treatment served to apply a veneer of liberal humanism over the policy, but 
taking into consideration the desperate shortage of teachers and the limitations of 
physical space in secondary schools, remedial programs were unlikely to have been 
any more than a pious hope. 
An alteration occurred to the wording of the first purpose of the testing 
rationale in 1964 when the phrase 'placement of students in appropriate courses' was 
altered to 'placement of students in appropriate classes' (EOG, 1964, 7, p.229). 
This marked a significant discontinuity since it formally approved the practice of 
streaming through the revised purpose. Students could then be sorted into streamed 
classes, which opened the way for practices which helped produce individual 
difference (Meadmore, 1993a). As Hannan points out: 
Streaming ... is clearly a twin of grading. There is merely a 
difference in time: streaming predates instmction, assessment post 
dates it, but the assessment is already influenced by the existence of 
the streams. (1984, p. 23) 
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Through combining streaming and grading, the 'pyramid of selection is constmcted', 
which in the organizational practices of secondary schools, in particular, means that 
streaming becomes a 'practice of accumulating deficit' (Hannan, 1984, p.23). 
The social, political and economic effects of streaming practices have been 
analysed and documented in revisionist histories and sociological research, and, in a 
global way, the relationship of these dividing practices to reproduction and resistance 
theories has been established (Hargreaves,1967; Lacey, 1970; WiUis, 1977). In 
addition the work of social psychologists (e.g. Rosenthal and Jacobson, 1968; Good 
and Brophy, 1973) have shown the dangerous effects on human motivation, whilst 
sociologists (e.g. Taylor, 1981) have demonstrated the detrimental social effects of 
streaming and tracking. In contrast, Foucaultian theory, through its concepts of 
power/knowledge and govemmentality, decentres the subject and frames the debate 
in terms of regulation and self-regulation. Govemment relies on statistical 
calculation for its information about a population, and through techniques of 
power/knowledge acts on the forces, activities and relations of the individuals which 
constitute a population (Rose, 1990, p.4). To do this, govemment needs to enlist 
the co-operation of individuals, for example, school administrators, teachers and 
students. In the case of the "October Tests", this was achieved though the influence 
of the psychological complex (see Chapter 4). 
Techniques of classification must be flexible enough to cope with changes in 
poUtical agendas. At this point a brief description of the testing technology will be 
provided to Ulustrate the changes which were made in accordance with pragmatic 
considerations. The standardised tests used were labelled 'Inter-D', 'a test of 
scholastic aptitude'; 'WK - 63', 'a work knowledge test'; and 'RC - 63', 'a test of 
reading comprehension' (EOG, 1963, 7, p.225). It was intended that raw scores 
would be converted through the use of a table which was fumished and that the 
spread of results would be arranged along a "normal curve" as a tangible way of 
giving credence and legitimation to the cmcial concem with scientific validity of 
psychological tests. Rose describes the effect of the normal curve thus: 
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individual difference could be made thinkable by a simple act of 
inscription: cumulative acts of comparison would be combined with 
the figure of the norm or average for the population; when 
represented diagrammatically they would form the smooth outline of 
the 'normal' curve. (1990, p. 138) 
On the effect of this development for the modem condition. Hacking locates the 
normal curve as a major contributor, since: 
When we use a statistical law not only to predict and organise 
phenomena but also to explain them, chance is well on the way to 
being tamed ... almost no domain of human enquiry is left untouched 
by the events that I call the avalanche of numbers, the erosion of 
determinism, and the taming of chance. (Hacking, 1981, pp.21-22) 
The normal curve in tum produced the 'bell-shaped teacher' (Aby and Lingard, 
1978), a phenomenon which influenced classroom practices. Pupils were organised 
according to a statistical law and treated as if the differences between and among 
them were naturally there and therefore should be maximised through the discourse 
of individual differences. 
Hacking refers to such calculations as 'the avalanche of printed numbers' 
(1982, p.292) for it seems that 'counting is hungry for categories' (ibid., p.280). 
He argues that many of the categories now used to describe people are by-products 
of the needs of enumeration (ibid.). This categorization of a population is dependent 
on 'comprehensive measures, statistical assessments and interventions' which are 
aimed at the body politic, that is to say, the social (Hacking, 1981, p. 17). Statistics 
of populations form an integral part of the industrial state and statistical research has 
been successful enough for 'the taming of chance' to have occurred (Hacking, 
1990). WhUst the will to know pupils also provided 'useless' information, which 
often times was simply displayed in quantitative reports, nevertheless, according to 
Hacking, this marks the 'subversive' element of the classification of people in 
groups (Hacking, 1982, p.285). Significantly, the "October Tests" must be viewed 
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as evidence of Hacking's claims. In terms of govemmentality, this testing program 
provided a technical means of acting on a population to reach social and political 
ends (Rose, 1990, pp.4-5). 
As a way of mitigating any opposition about the use of psychological tests, 
the EOG was used as the medium for announcing the testing program. Published 
under the authority of the Minister for Education, it was the official circular of the 
Education Department, and as a magisterial text, it had a legal authority. Its word 
therefore was law, ostensibly making for an almost exact execution of policy into 
practice in terms of teachers being required to carry out the testing program as 
prescribed. When analysing this particular dividing practice then, the power of the 
EOG over school administrators and teachers must be regarded as significant in the 
sense that all state schools were to follow 'strictly' the detailed instmctions (EOG, 
1963, 8, p.224). The bottom line was that all state schools had to fumish the retum 
of the summary sheet to the head office of the Department for the processing of 
norms to be done. This was an accountabUity measure which administratively 
ensured that the tests would be carried out. 
At another level, it was the student/teacher relationship in the micro-politics 
of the classroom which provided a space for manoeuvring. Because power mns 
unevenly through social formations, no event can be regarded as outside its grid. 
Furthermore, power can never be entirely successful (Grosz, 1990, pp.87-90). The 
Foucaultian interpretation of power operating in capillary forms in uneven ways, 
accounts for how "top-down" decrees can be changed at the level of local application 
in the classsroom through resistance in the form of 'counter-products' (Foucault, 
1991) (e.g. as with the 1952 Primary Syllabus). Sociological and social-
psychological accounts of research into the effects of the self-fulfilling prophecy, the 
teacher expectancy effect and the phenomenological effects of labelling are useful as 
explanations of how such power operates in the classroom through techniques such 
as testing procedures (see Meighan, 1981). As such, they can also be used to 
explain the workings of capillary power in that teachers, students, and 
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administrations could all exercise power albeit in different ways, but nonetheless 
with significant effects. In the policy discourse of the "October Tests" much 
depended on the teacher-student relationship. 
From the beginnings of the testing program in 1963, the potentially 
subversive power of teachers was not overlooked by the Education Department. 
Because the majority had inadequate professional training in administering mental 
tests, teachers were instmcted about destroying 'used' and 'unused' reading test 
answer sheets, whilst the tests which were not expendable were to be 'wrapped, 
labelled and stored in a safe place' (EOG, 1963, 8, p.226). These instmctions about 
ethical practice indicated that the Education Department was tacitly acknowledging 
that there was a potential problem in administering a large scale testing program in 
such an ad hoc way. As a way of countering any departures which teachers or 
administrations might make, heavy prescription listed what was to happen from the 
time of the initial receipt of the tests, when after checking contents and reading 
instmctions, 'all material should then be wrapped and stored until required for the 
actual testing' (EOG, 1963, 8, p.225). Furthermore, it was deemed necessary to 
add: 
On no account should pupils be permitted access to the tests before 
the day of testing. This would defeat the purpose of testing which 
aims solely to provide information for the guidance of pupils in 
secondary schools and would obviously be to the pupil's disadvantage. 
(EOG, 1963, 8, p.226) 
In 1966, the EOG (7, p. 191) reiterated the responsibility of teachers to take 
note of ethical practice with regard to this testing program: 
It is essential that teachers understand that the tests results are to be 
used only to provide information for the guidance of pupils in 
secondary schools. Practices designed to inflate pupils' scores on the 
tests would, therefore, not be in pupUs' best interests and should be 
avoided at all costs. 
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The essence of both statements is revealing on a number of counts. Firstly, there is 
acknowledgment of accounts from elsewhere. For example, coaching was a practice 
which teachers in Britain had used and which consequenUy skewed test results, 
undermining their "validity" (see Chapter 3). Secondly, account is taken that the 
administrators of the tests, teachers, although eminently well placed in terms of 
convenience, were potentially dangerous because they were relatively untrained in 
the ethics of the practice of psychology. Confidentiality was implied but not stated 
direcUy, and this omission allowed for deviance in the way teachers handled the 
knowledge gained as they worked in an exceedingly close pedagogical relationship 
with their pupils. Thirdly, to counter any collusion between teachers and students, it 
was stated that because the tests were likely to be used in similar testing programs in 
later years, 'they were not to be used in the meantime' (EOG, 1966, 7, p. 194). The 
fact that most of the tests were reused year after year did allow for the possibility of 
the tests being "taught" in a coaching situation. For instance, the Test of Leaming 
Ability 6 (TOLA 6) was used continuously from 1976 to 1990. Fourthly, it is 
interesting that 'pupil disadvantage' was called on as a way of making teachers 
accountable although as will be shown later in this Chapter, the disciplinary effects 
on students (which could well have constituted 'disadvantage') were not raised as an 
issue. 
Because of the cost-cutting nature of the testing program, there were other 
substantial ethical considerations which the Department chose to treat with 
prescription and regulation, rather than by taking the necessary action of employing 
qualified personnel to do the job of testing, or failing that, by giving teachers in-
service training. Such ethical concems are evidenced by the increasing number of 
references which appeared in the annual notice in the EOG conceming the need to 
maintain tight security on all materials in the testing program. For instance, at the 
outset in 1963, one reference was made to the problem of inflating students' scores. 
By 1973, two separate references were made and by 1979, three of these wamings 
were included in the annual notice. Although teachers were being used as scientists 
in the classroom they were not to be tmsted. However, there was nothing new in 
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this attitude since teachers, for almost a century in Queensland, were subjected to an 
annual inspection for basically the same reason (see Chapter 2). 
A useful example can be drawn at this point to illustrate Foucault's notion of 
the 'sovereign-discipline-govemment' triangle (see Chapter 2). Certainly there was 
the top-down decree for the administration of the "October Tests", but the 
disciplinary relationship of teacher and pupils was potentially able to undermine the 
"top-down" directives to some extent. However, a more apt explanation is found in 
govemmentality, where programs of govemment are considered to be "successful" 
when they provide statistical knowledge of a population. 
Tests, Tests and More Tests 
Changes occurred in the "October Tests" which highlight both the flexibUity 
of the program and a predilection for taking the 'convenient' position. In 1967, a 
fourth attainment test was added to the battery, a Mathematical Reasoning (MR-67) 
test, whUe the Word Knowledge (WK-63) and the Reading Comprehension (RC-63) 
were replaced wiUi versions labelled 'WK-67' and 'RC-67'. The battery was 
expanded to include tests of 'SUidy SkiUs' (SS-7x) and 'Reading Vocabulary' (RV-
7x) in 1975. In 1981, the Administration Manual for the Year 7 Tests 
(Administration Manual), listed the tests in the battery as TOLA 6, test of Study 
SkiUs (SS-7x), Test of Mathematical Achievement (MA-7x), Test of Reading 
Vocabulary (RV-7x) and Test of Reading Comprehension (RC-7x). Whilst TOLA 6 
was designed and pubUshed by the ACER, the remainder of the tests were 
formulated by the Research Branch of the Queensland Department of Education 
(Administration Manual, 1981, p.l). The use of such tests consolidated the work of 
the psychological complex, marking a discontinuity from earlier more piecemeal 
attempts (see Chapter 4). 
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TOLA 6 had been first used in Queensland schools in 1976, and in 1986 it 
remained as the sole test when the local tests were discontinued. The decision to 
change the program from a series of five tests to a single test could not be argued 
for on educational grounds since psychologists had for a long time issued wamings 
about the unreliability of using a single test as an indicator of ability (e.g. Haine, 
1961). A further implication of this change in policy was that a single group test of 
twenty-two minutes duration was considered adequate for use as an instmment for 
streaming and tracking in the secondary school. Unofficial explanations, in the 
absence of official reasons, linked this decision to an intra-Departmental 
disagreement conceming the cost of the tests which until this time had apparentiy 
been bome by the primary section while the results had been used by the secondary 
section. Yet again, the decision was one apparentiy based on the pragmatics of cost 
rather than the principled ideas of the psychological discourse. ImportanUy, the 
position of Uie psychological complex was not eroded through this action, but 
strengthened. 
The change facilitated the status of TOLA 5 as a discrete, valid indicator of 
abiUty because the effect was one of giving more legitimation to TOLA 5 as a 
surreptitious IQ test. Because TOLA 6 yielded a single score, it was with ease that 
teachers used this score and equated it readily with general ability. Individual scores 
were recorded, sent on to the appropriate secondary schools and were used for 
streaming, tracking and counselUng purposes as valid indicators of ability. WhUst 
the Administration Manual (1987, p.20) states that TOLA 6 'is not an infallible 
indicator of student ability' and that the test results should 'supplement' and 'not be 
substituted for the other information about individual pupils', the test results 
provided an efficient and "scientific" way of goveming the individual in a highly 
normative system of administrative surveillance. Some adminisfrations encouraged 
teachers in secondary schools to make use of the test results by writing individual 
scores next to students' names in the mark book (personal communication with 
Resource Teachers, August, 1990). Through this strategy, scholastic identity was 
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consti^cted in ways which could influence treatment of individuals through 
classroom practices. 
At this stage an analysis of Uie content of the TOLA 6 test will be provided, 
not because it specifically was the cmx of the situation it created, but rather because 
it was representative of a psychological-pedagogical linkage between an apparatus of 
the psychological complex (in Uiis case tiie ACER) and the Department of 
Education. Moreover, because of the longevity of its usage, this test produced 
powerful effects (personal communication with education students at the Brisbane 
CoUege of Advanced Education and the Queensland University of Technology, 1989-
1992). 
'TOLA' Reigns 
In a description of TOLA 6, the Queensland Primary Testing Administration 
Manual (Administration Manual) (1987, p.4) stated that it 'has been designed to 
provide an assessment of general intellectual ability of English-speaking children'. 
As an opening statement this is alarming in itself because it does not take account of 
the large scale immigration program since 1945 which has had significant 
demographic effects (see Chapter 2), yet Ministers' Reports had repeatedly outiined 
the migrant presence in schools by supplying information which was mainly 
quantitative. A gap is apparent in that nowhere was there any provision for children 
who were culturally different to be allowed exemption from sitting the tests. 
Always it was emphasised in the Administration Manual (1981 and 1987) and in the 
EOGs that it was essential that all children were involved. It appears, that, in spite 
of revisionist research (e.g. Henderson, 1976; White, 1977, Torrance, 1981) which 
centred on test bias for those who were culturally/racially/socially different, the 
Education Department as recendy as 1987 did not take cognizance of this body of 
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literature in relation to the "October Tests". Significantiy, throughout the 'eighties 
this Department was simultaneously involved in the use of the Australian Scholastic 
Aptitude Test (ASAT) which contained the provision that 'overseas and immigrant 
students' were exempted (Board of Secondary School Studies, 1986, p.3). This of 
course did not ameliorate the disadvantage faced by second-phase English learners 
who would be unlikely to qualify for migrant status, but at the very least it 
acknowledged the cultural bias inherent in tests which contained a high verbal 
content. Yet the Education Department did not include such a rider to the 
administrative procedure outiined for the Year 7 tests. 
The fact that the Department was prepared to endorse TOLA 5 as a test to 
measure 'general intellectual abUity' is also a concem since the idea that such a 
broad and involved concept could be so simply and easily measured manifests 
naivety in the extreme and is well behind research findings of the late 'sixties. For 
instance, the purpose of the tests was: 
to measure broad language and reasoning abilities, which are 
important for a successful secondary school performance. In 
particular, it covers tiie areas of vocabulary, general reasoning within 
a mathematical framework, and recognition of verbal analogies. 
(Administration Manual, 1987, p.4) 
TOLA 6 therefore was used and re-used as a valid indicator of general ability for a 
period of fourteen years. It consisted of three sub-tests (viz.. Verbal Comprehension, 
General Reasoning, Syllogistic Reasoning). Two examples will be given from each 
sub-test in order to provide some idea of the nature and the level of difficulty of the 
tests. 
Subtest 1 contained thirty-five multiple choice questions whereby the pupils 
had to select the word from a list which meant the same as the word originally 
presented (e.g. 'uncanny' - 'weird', 'draughty', 'sacred', 'flimsy', 'flickering'; 
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'gluttony' - 'hunger', 'fuUness', 'greed', 'illness', 'feast'). The allotted time for 
working on this test was 8 minutes. 
Subtest 2 contained twenty-four multiple choice questions of a mathematical, 
problem-solving nature where each pupil was presented with a problem and had to 
select the correct answer from four or five possible answers (e.g., 'In a school of 
6(X) children, one half come to school by bus, one quarter by train, 65 children ride 
bicycles, and the rest walk. How many children walk to school?' '150', '65', '85', 
'You can't teU'; 'Ann can jump further than Betty. Mary can jump further than 
Helen. Helen can't jump as far as Betty. Who can jump the least distance?') The 
working time was 20 minutes. 
Subtest 3 contained 24 verbal analysis questions where the pupils were 
presented with a pair of words which were related in some way. Another word was 
presented and from a list of four possible answers the pupil was required to select 
the one which was related to the other word in the same way as the original pair of 
words were related (e.g., 'several' is to 'one' as 'group' is to 'individual', 'rock', 
'cluster', 'couple'; 'frog' is to 'tadpole' as 'bloom' is to 'petal', 'bus', 'leaf, 
'seed'). The time allowed to do this test was 5 minutes. 
The questions which have been selected as examples do not represent the 
most difficult, but rather are taken from the middle sections of all the subtests. In 
terms of policy, the inequities presented by the high verbal content of the tests co-
existed with programs of equality of educational opportunity (e.g. the Disadvantaged 
Schools Program), making for a contradiction. Taking the goals of govemment into 
account, the way in which tests were administered and how the results were 
interpreted were part and parcel of the production of difference, a central function of 
a dividing practice. As a "pre-social" way of determining general intellectual 
abiUty, the tests were a farce and more significantiy they flew in the face of notions 
of meritocracy and equality of educational opportunity. It could well be argued that 
the Scholarship with all its faults and grievances, was a fairer indicator of what 
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could be loosely termed "academic abUity". At least it was based on what was 
taught rather than on understandings which can best be described as middle class, 
Anglo-Australian concepts which stem largely from cultural understandings of a 
former era. 
Detailed administration instmctions were given for the testing procedure as 
weU as for events leading up to tiie testing day because the test was administered by 
teachers. In addition, directions for scoring the tests, interpreting and recording the 
test results were supplied in detail in the Administration Manual (Queensland, 
Department of Education, 1987, p. 16). The direction for 'preparing pupils for 
testing' again reveals ethical concems about the administration of the tests in terms 
of their validity (ibid., p.5). It was stressed that 'all pupils should, as far as 
possible, be tested under the same conditions' and therefore the things to avoid were 
'coaching', 'deviating from the test administration instmctions', 'creating undue 
anxiety or expectations in the pupUs about the test situation'. The last consideration 
was considered to be of critical importance because it was stated that any 'advance 
notice should be brief and low key' (ibid., p.6). The Administration Manual did not 
require that parents be told officially of the use of the tests, or of the test results, 
since the information was supposedly only for use by school administrations and the 
Department. However due to breaches of ethics, at times parents were informed of 
results in the course of the parent-teacher interview. Especially in the 'seventies and 
'eighties this technique as a back-up to the report card was considered to be 
valuable. WhUst pupil results in examinations could be taken as evidence for or 
against a teacher, in the case of mental testing, which was supposedly to do with the 
measurement of "innate" abiUty, bad teaching could not be used as an argument for 
poor performance. 
As an attempt to cover exigencies which might occur in the actual test 
administration, and to make the procedure uniform, the exact words for the teacher 
to use were included in the Administration Manual (e.g. teachers were to say at the 
beginning, 'This morning we are going to do a problem solving test... Now open 
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your test book to the first page... etc.). If a student asked a question of the teacher, 
the reply was to be, 'I am sorry. I cannot help you. Try the best you can' 
(Administration Manual, 1981, p. 17). Marking instmctions which covered 'scoring 
decisions' (ibid. p. 16) were also listed as were rating scores, their assembly in a 
normal curve distribution and the procedure for record card entry. 
Towards the end of the Administration Manual 'accuracy of test scores', a 
cmcial consideration, was addressed fleetingly in one paragraph: 
It must be bome in mind that while great care has been taken in the 
development and calibration of the TOLA 6, it is not an infallible 
indicator of student ability. The pupils' scores can be adversely 
affected by such factors as ill-health, fear of tests, low or excessive 
motivation and numerous environmental factors such as weather 
conditions. The TOLA 6 results should therefore be seen as 
providing useful, albeit limited information on pupils. (Queensland, 
Department of Education, 1987, p.20) 
This statement firstiy did not acknowledge the limitations of the test itself. 
Secondly, the limitations which were addressed were 'environmental' and often 
could not be avoided in the administration of a group test in a classroom. 
Nevertheless the scores were inscribed on the individual and, as evidence of 
scholastic identity, received more than a 'limited' recognition as a source of 
information because they directed practices. In the complex administration of 
secondary schools, streaming could not be a flexible arrangement. Therefore 
students found themselves labelled and locked into a stream from which there was 
no escape. Indeed, a cavalier attitude on behalf of the Department is evident since 
the official line was that the tests were valuable selectors. At a time when child-
centi^ ed pedagogy had become entwined in orthodox practice in the classroom (see 
Chapter 5), the interests of the child were subjugated to administrative expedience. 
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The "October Tests" continued until die EOG (1991, 7, p. 176) in a 
"surprise" announcement advised that the program was to be discontinued in 1991. 
No rationale was given for the discontinuation of a program which had mn in one 
form or another for twenty-seven years. It is apparent that the discontinuation was 
not done for educational reasons because primary schools were free to dispose of 
test booklets, answer sheets, score keys and manuals in which ever way they saw fit. 
This included their unofficial use since new supplies could be purchased from the 
State Govemment Stores or direct from the ACER (EOG, 1991, p. 176). Currently, 
schools, especially secondary schools, are able to use TOLA for their own purposes 
as it was suggested that the test apparatus be passed on to secondary schools, 
presumably for use there (ibid.). Brisbane's premier state secondary school is 
currentiy using the TOLA test on Year 8 students (personal communication with C. 
Lingard, 1993, Febmary 6). 
The only interpretation for the discontinuation of the "October Tests", in the 
absence of any official information and in view of the fact that the test itself remains 
viable as an instmment, is that Queensland was preparing to be part of a national 
testing program. The "new culture" in the Education Department, after the recent 
restmcturing, is involved witii the development and trialing of the Performance 
Standards, which on the surface seems more flexible and efficient because each child 
wiU be tested individually in order to establish a personal profile of achievement. 
The "individual" emphasis of these tests is being stressed by the Department in order 
to argue that the program will be in the best interests of the individual. No matter 
what form the tests take, the effect will be one of a normative positioning of students 
with the concomitant effects of power/knowledge again being brought into play. To 
take up Meredyth and Tyler's (1993, p.3) claim that the 'educational' and the 
'instmmental' operate in 'disconcertingly flexible combinations', it seems that this is 
so, but that in the educational pastoral bureaucracy of Queensland, the 'educational' 
continues to be relegated to a secondary position in the combination. 
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What is New? 
To answer the first question posed at the beginning of this Chapter, the 
Performance Standards are not likely to differ much in effect from earlier testing 
techniques because the individual is still to be located in a normative field whereby 
each individual becomes a case with a personal profile. The tests are designed to 
make tiie student eminentiy knowable and therefore treatable in administrative terms. 
What is different in the accompanying rhetoric about Uie Performance Standards is 
that a social justice component stands alongside economic rationalist principles of 
efficiency and accountability as if their compatibility is assured. This is in marked 
contrast to the "October Tests" which did not make any allowances for children who 
were culturally and/or socially different or who were disabled in any way. In fact 
the "October Tests" epitomised socially unjust pedagogy. However, while social 
justice is a stated goal in the rationale of the new testing program, it also provides a 
useful language which in itself can be a means of securing social and political 
aspirations. The liberal conception of equity and individual self-development is part 
of the rationale of the new culture of the Education Department. It is not surprising 
therefore, that social justice has been currently linked with the new tests, since by 
stating social justice as a principled goal, the effect is hopefully to weld any 
dialectical opposition about testing as representing a 'conflict between absolute 
principles' (Meredyth, 1992a, p.9) into an acquiescence. 
But doubts remain. Currentiy, it is asserted in policy texts that social justice 
is being dispensed through 'attention ... given to the leaming needs of all ... 
students' (Queensland, Department of Education, 1992c, p. 10). Yet this appears to 
be not much different from the emphasis on "individual differences" which has been 
part of official policy texts in one form or another since the earliest syllabus 
documents of this century and more specifically from the 'sixties. This study has 
shown how the alliance of psychology and pedagogy has re-shaped pedagogy to 
make individual difference its key concem. Practices which have evolved around 
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this idea have been shown to approximate Tumer's (1988) concept of 'individuation' 
(see Chapter 4), because, as an outcome of the psychology/pedagogy union, the 
separation of individuals by knowledges invokes subsequent consequences for the 
individual though bureaucratic processes. Couched in social justice terms, the 
inclusion of the idea of catering for individual difference in a principled 
understanding of the idea is unconvincing in the current policy text since all tests are 
designed to produce difference by making an "objective" judgement of the person. 
When individuals become objects of a certain system of power they are amenable to 
calculation in the name of psychological capacities and subjectivity (Rose, 1988, 
p.197). 
To answer the second question of why the tests have come to be seen as 
sound and progressive, the answer appears to Ue in two directions. Queensland, 
long the parsimonious and conservative relation of the southem States in terms of 
educational provision and progressiveness, is currentiy in line with wider trends 
nationaUy and intemationally by adopting such accepted features as economic 
rationalism and corporate managerialism, albeit couched in social justice terms. 
Recent reform programs put forward in documents such as the Finn, Carmichael and 
Mayer reports have endeavoured to spell out a range of competencies required for 
active citizenship (Meredyth and Tyler, 1993, p.l). Another reason could well be 
that after more than a century of selection by examination, along with large-scale 
mental testing since 1963, individuals are both subjects and objects of the testing 
discourse, having emerged as self-regulatory individuals, ever heeding the "experts" 
who continue to govem psychological consciousness. In Queensland, large scale 
testing programs are accepted as being politically neutral, despite the new program 
bearing awkward similarities to New Right discourses. 
In contrast to testing and examination measures in the former instances of the 
"October Tests" and the Scholarship Examination, the latest foray into testing is 
being promulgated for the common good of parents, teachers and the community, 
and presumably for the student also. In this discourse, the new program is accepted 
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as a means of advancement for the individual, thereby bringing individual desires 
and aspirations into line with goals of govemment. In terms of the program's 
successful implementation, much depends on teachers for whom the technology will 
be laborious as they test children individually, record results, measure results against 
benchmarks, interpret results and report to parents. 
In summary, it remains to be seen // and how the program wiU be 
implemented, but by virtue of the new program being a dividing practice, it is not 
likely to differ in effect from its predecessors, despite its social justice claims. A 
benign testing program, that is to say, one that is both socially just and child-
centred, is in itself a contradiction and is therefore a liberal myth (Lingard and 
McLennan, 1984, p.9). In contrast to earlier assessment programs, the language of 
the Performance Standards strives to secure the policy's acceptance by working on 
the desires of the population to have a "fair" and "individual" system of assessment 
in schools. 
Conclusion 
This Chapter has taken a history of the present approach to trace a line of 
descent to a former testing program, Uie "October Tests". In so doing it has sought 
to undercut the legitimacy of the proposed program, the Performance Standards, by 
exposing it as a dividing practice which has more to do with producing difference 
between and among individuals than with the socially-just principles it supposedly 
embraces. 
The analysis of the "October Tests" has shown it also to be a technology of 
govemment, although with less veneer than the Performance Standards, since its 
emergence came about in different circumstances to make its function unabashedly 
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that of "divide and mle". Whilst the new proposal seems more "individual" and 
"flexible", the goals of govemment are remarkably regular (i.e. to form a socially 
competent and disciplined citizenry). These goals, when coupled with a climate of 
economic rationalism, make for a program which needs to be efficient by the most 
convenient means. In fact, because it is designed to meet the administrative needs 
of a pastoral bureaucracy, it is fairly pointiess to expect the new program to be 
anything other than yet another example of the way govemment links the 
'educational' and the 'instmmental' in schooling practices (Hunter, 1992; Meredyth 
and Tyler, 1993). Thirty years on from 1963, despite social, economic and political 
changes, if the need to know and govem a school population and individuals within 
it is stiU there, the new program to carry out such a job cannot be much different in 
nature or effects from the former program, despite optimism at the launching of the 
new policy. 
There is also a limit to the kind of techniques at the disposal of govemment. 
In terms of govemmentality the "October Tests", as a technique of the psychological 
complex, was a cheap, efficient means of administration and organization and when 
judged by these criteria, was an extraordinary success. With increased retention to 
Year 12, the Performance Standards could well be used as dividing practices for 
sorting and selecting the population of primary and secondary schools in much the 
same way as the "October Tests" had operated. Such continuous selection could 
well have a substantial impact in positioning students before the final inscription is 
made at the end of secondary school with the final OP rating, especially if the 
program extends to Years 11 and 12. The Performance Standards could well have 
the effect of contributing to the inscription of difference in this way. Such a 
scenario bears out Hunter's (1993) claim that, as the educational system expands and 
as the groups formerly disadvantaged through schooling participate more 
successfully, dividing practices will take on an increased importance as technologies 
of govemment. 
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The analysis of the Performance Standards has approached policy texts as not 
closed but open to a plurality of readings and influenced by a plurality of contexts. 
These texts have been placed in Uie discourse of Queensland education and 
schooling. This particular policy is still in the process of taking shape, with many 
questions still to be answered and others still to be asked. Consequently, there are 
gaps, ambiguities and contradictions which need to be addressed, explained and 
interpreted by poUticians, education departments, unions, employers groups, parents 
and teachers. As part of the policy cycle, changes are inevitable. 
This Chapter has picked up from where the Scholarship finished in that it has 
traced a genealogical line of descent of dividing practices from the current proposal 
of the Performance Standards to 1963. Through this study, the pastoral bureaucracy 
of Queensland State schooling has been analysed in terms of govemmentality 
through its technologies for assessment and selection. From present concems with 
tertiary entrance, the study has also traced a line of descent in its analysis of 
dividing practices to 1860, although special emphasis has been placed in the twenty 
years after the end of World War Two. Through this analysis the familiar has been 
rendered strange and the present policy has been identified as a target for suspicion. 
The concluding Chapter seeks to come to grips with the research data through the 
theoretical lens and by so doing undercuts the legitimacy of present policy. It sets 
out to answer the questions posed in Chapter 1 in order to draw the study together in 
a final interpretation. 
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Chapter 7 
A STRANGE LANDSCAPE 
Summarizing the Study 
As a history of the present, this study took as its starting point, a current 
"problem" namely, assessment in schooling for selection to tertiary entrance. Using 
this problem as a springboard to the study, the role of the "examination" as a 
disciplinary technology of power/knowledge assumed a genealogical focus, placed 
within a framework of govemment and govemmentality. Against a contextual 
background of Queensland's centralised system of state education as a pastoral 
bureaucracy or "ship", the study accompUshed four main tasks. Firstiy, it analysed 
a specific examination, the State Scholarship Examination, in terms of its being a 
technology of govemment. Secondly, it investigated the use of other forms of 
examination, psychological tests, for their similar effects. Thirdly, it explored how 
the self-goveming citizen was produced through schooling practices. Fourthly, it 
critiqued a proposed testing policy which currentiy has a national application by 
analysing a former large-scale psychological testing program. Thus the study has 
moved from present concems of assessment to those dividing practices which 
produced scholastic identity, by mainly focussing on the period from 1945-1964. It 
has placed Uie past in Uie present in order to interpret how national testing might 
impinge on the current assessment problem of tertiary selection. 
By positioning Queensland state schooling as a pastoral bureaucracy, the 
study has iUustrated how the population resource was govemed according to 
measures of expediency in achieving a "convenient" position. Ways of improving the 
population through education, whilst considered important, were often rendered 
secondary to pragmatic administrative concems. However historical shifts in 
govemmentality have been identified in the study, for example the emphasis on the 
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democratic citizen in the post-war years, the "social revolution" in secondary 
education in the 'sixties, and the "new culture" of the State Education Department 
after recent restmcturing. 
In keeping with the goals of govemmentality, practices have been privileged 
over the institution per se of education. Practices held the key to clues which helped 
to Uirow some light on how problems associated with assessment in the various 
forms of the examination have come to be posed in particular ways, for example, in 
Uie debate in the 'sixties over ability grouping. Discourses in the form of texts, in 
revealing what was said and what was done, have been especially useful in analysing 
surface practices. Non-discursive practices of time, space and architecture have also 
been shown to be instmmental in shaping the practices of schooling and education 
for moral and hygiene reasons as well as for educational ones. 
In terms of govemment, the school population was an important focus 
because of the growth in primary school enrolments in the 'fifties which flowed on 
to secondary schools in the 'sixties. So too was the deployment of discipUnary 
power on individuals. However these programs of govemment did not operate 
discretely, and throughout the analysis, both expressions of the exercise of power 
were meshed in the concept of the examination as a power/knowledge technology 
deployed for reasons of govemmentality. The questions implicitiy asked of 
govemmentality are, "How and why do educational strategies and practices change?" 
"Why do they change when they do?" "How and why do they change in the 
particular way they do?" These questions are expUcitiy answered in summarized 
form as "a final word" at the end of this Chapter. 
Govemmentality had a particular demographic appUcation to Queensland 
education since the population of schools in Queensland was a relatively small but 
scattered one. This situation especially required practices of govemment to be 
regularized and routinized as a means of constant surveillance in order to keep the 
system efficient and productive. Bentham's analogy of Uie panopticon was used in 
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Uie study to highlight a particular technology of power (i.e. the examination in the 
form of the Scholarship and the inspection). For instance, the Scholarship was a 
disciplinary technology of govemment in Uiat, through its powers of 
gratification/punishment, it influenced the practices of inspectors, headteachers, 
teachers, students and parents. It also controlled and subverted curricula (e.g. the 
1952 Primary SyUabus). Likewise, the work of the inspectorate yielded knowledge 
which produced its own powerful effects on headteachers, teachers and pupils. The 
sheer impossibility of avoiding surveillance and judgement through these techniques 
produced an intemalization of discipline so that individuals became self-regulating 
Uirough the moral technology that is schooling. The kind of hierarchical 
surveiUance carried out in schools by means of the examination has been 
incorporated in a wider Foucaultian interpretation of power as having a complex, 
multifarious nature which is productive of particular forms of subjectivity. All on 
board the "ship" were produced as subjects of the discourse in which they were also 
objectified. 
The study has shown how the centralized state bureaucracy, the Department 
of Education in Queensland, whilst seemingly a monolithic top-down operation, was 
an institution in which power operated through disciplinary practices which were 
capillary in nature and effect (e.g. the inspection and classroom/playground 
practices). Because there were many points through which power passed, ranging 
from the elected parliamentary Minister to the pupils, resistance was also felt at 
innumerable points. Indeed resistance demonstrated a need for the exercise of 
continued disciplinary power. Resistance to the "yellow card" of the inspection, for 
instance, resulted in the practice of inspection continuing, almost unchanged until 
1971, despite the QTU's policy and undertakings by the Minister for its reform. 
Although the inspectorate appeared to teachers as a form of sovereign 
power, the concept of govemmentality has demonstrated a power which acted in a 
calculated way on individuals to produce specifiable effects for social and political 
ends. Inspectors themselves were also subjected to surveillance and control. 
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AlUiough an inspector exercised more power than a classroom teacher in terms of 
Uie bureaucratic hierarchy, all power did not reside in the apex of a pyramidical 
arrangement. Teachers exercised power in their execution of the curriculum and in 
the pedagogical relationship. This demonstrates that discourses even within the same 
strategy can be different, contradictory, opposing and competing, and not all 
discourses exercise equal amounts of power. 
The discourses of education were not only strongly normative (e.g. the 
Scholarship, psychological tests), but also were concemed with goals to improve the 
population through education, as expressed by advocates for the democratic rights of 
Uie child, such as 'Vigilate', Edwards and Castan. The former goals won out 
because of their administrative expediency function until the Scholarship was 
abolished in 1963. The delay in providing universal secondary education to age 
fifteen was primarily an accommodation issue - one of providing secondary schools 
in a changing society where more contenders for what was then called "higher 
education" constituted a problem which needed to be controlled technically. Apart 
from its administrative function, the Scholarship also had a political and economic 
importance which was Unked with State funding of education. Although Foucault 
warns about explanations in terms of pragmatics, in the case of schooling reform in 
Queensland, the pragmatics of economics/politics must be recognised and 
acknowledged because of the way they influenced practices (e.g. the retention of the 
Scholarship ten years after the last of the oUier Australian States had abolished 
entrance examinations to secondary education). Thinking and planning were 
constrained by pragmatic limits which were reflected in practices, 
In the deployment of disciplinary power through practices, individuals were 
singled out for calculation, judgement and differentiating treatment. For example, 
the Scholarship was a determinant of life chances since it was the point of exit from 
education for the majority of Queenslanders untU the 'fifties, giving a social and 
economic headstart to those who passed the examination and also continued on to 
secondary and tertiary education. It was also a technical means of inscribing on the 
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body a generalizable calculation of individual worth, namely scholastic identity, 
which could be immediately utiUsed at the beginning of secondary schooling for 
streaming and tracking purposes. The Scholarship was shown to be an example of 
power/knowledge making individuals into subjects and objects. Significantiy, it was 
a technology of govemment through which gratification/punishment operated in a 
flexible arrangement, largely determined administratively by how much the State 
was prepared to spend in any one year on education. Because the abolition of the 
Scholarship was followed the next year by another program of selection, this testifies 
to its govemmental role as a normative selection strategy. 
The study also discussed the emergence and development of more "scientific" 
forms of the examination, that is to say, psychological tests. It has analysed the 
formalization of the psychological complex in Queensland as a technology of bio-
power in the positioning of pupils (e.g. segregation in opportunity schools, 
vocational guidance), and of disciplinary power (e.g. streaming and tracking 
techniques), both of which made students into "docile" bodies. Significantiy, it has 
shown that action taken was influenced by an imperative of expediency in 
administration, based in political rationalities of national and social efficiency and 
technological advancement. 
Apart from the practices of intervention which took the form of placing 
pupUs in special educational settings on the basis of the results of mental testing, the 
psychological complex had a wider effect in the classroom through practices which 
constituted the politics of everyday life. As teachers became more immersed in the 
discourse of psychologism after the establishment of the Research and Guidance 
Branch of the Education Department in 1948, linkages between psychological 
theories and pedagogy brought about a reshaping of pedagogy which was cognizant 
of psychology as both a discipline and a complex. This was a relatively cautious 
process in Queensland, which could only be entertained within the limits of 
govemmentality. Nevertheless, the psychological discourse was productive of 
individuals, "making" them in terms of the statistical calculations and the 
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normalizing effects of power/knowledge. The ways in which the child was made 
more legible through the psychological discourse was thus an important aspect of 
this study. Knowledges gained from testing and observation were valuable 
components of the constmction of scholastic identity since their "scientific" 
dimension had its own appeal. Record cards were used to store such knowledges 
about the individual to be used as information for employers and school 
administrators. Through such detailed observation and record keeping, the 
individual became a "case". Such processes of individuation demonstrated the 
meaning of the "Foucault paradox". 
Edwards' (1947) idea for the 'education of the 3 Hs - the head, the heart and 
the hand', demonstrates the perceived need of govemment to produce the "good" 
citizen through schooling practices emd education. By the 'sixties, these ideas had 
become more securely linked with educational psychology's assertions about the vital 
importance of taking the "whole" chUd into the calculations and programs of 
pedagogy. This was articulated in moves "to cater for individual differences" which 
presented in the classroom. Through a pedagogical/psychological marriage, it was 
Uie figure of the self-goveming citizen which was always the point of inspiration. In 
Queensland, corrective, non-coercive and also coercive strategies were 
contradictorily used to both secure and limit this end. 
As part of its history of the present project, the study has also analysed a 
current policy initiative, the Performance Standards, a competency-based testing 
program to be administered in primary and secondary schools. Whilst this is 
distinctly a program of govemmentality embracing "new" rationalities such as 
economic rationalism, corporate managerialism and competencies in education, 
questions have been raised to test out differences in its orientation and likely 
outcomes to its predecessor. Thus an earlier testing program, the "October Tests", 
was analysed so that, by placing the past in the present, the current initiative could 
be better critiqued. 
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What is Significant about the Findings? 
The study is significant in that it has taken a different view of assessment 
practices in education in Queensland. By using a Foucaultian theoretical framework, 
it has made an analysis of education in terms of govemmentality through its focus on 
Uie practices of schooling. The decentred subject approach of Foucault's work is 
cmcial to an understanding of human technologies which constitute the dividing 
practices of examination and testing. An insight into the practices of schooling was 
gleaned through a close and thorough investigation and analysis of a large number of 
historical sources in the form of both magisterial texts such as the Education Office 
Gazette and Reports to Parliament and joumals and accounts which reflected teacher 
and student opinion and debate (e.g. Queensland Teachers' Joumal and the 
Australian Joumal of Education). The QTJ and the AJE as writerly texts sought to 
arouse teacher interest in educational, political and social issues. Anecdotal evidence 
was secured from Bonnin's (1988) edited work of teachers' experiences, recounted 
by teachers who were also strong QTU members, making them somewhat different 
from the more conservative teachers who did not appear to question the status quo 
nor engage in reforming classroom practices. Hugh Lunn's recentiy published best 
selling autobiography tells of the effect of dividing practices on the school child of 
Uie 'fifties in Queensland. In addition, the recollections of Queensland writers, Gary 
Crewe and Jenna Woodhouse, were useful in recounting some of the classroom 
practices of the era and the impact of the Queensland School Readers in terms of 
literary development and the formation of identity. The School Paper, as a topical 
local publication was useful for its excerpts about citizenship, the Anglophile 
influence and nationalism. The popular press in the form of the Courier Mail 
generally reflected the low priority of education in Queensland, although specific 
events brought some reaction (e.g. answers to the Scholarship examination papers. 
Scholarship results. Junior and Senior Public Examination results, speech night 
addresses). Significantiy, tiie Courier Mail's coverage did underline the growing 
dissatisfaction with Uie Scholarship in the 'fifties. Importantiy, the gaps and silences 
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in the popular press tell their own story of the status of education at that time. In 
contrast, currentiy the Courier Mail has been called the "unofficial EOG" by 
teachers in this State because of its wide coverage of educational concems and 
because of its use as a medium for announcing change (e.g. the Performance 
Standards policy which seemed to take teachers, parents and the QTU by surprise). 
The approach of the study is different from the functionalist and revisionist 
ones previously taken. For instance, if Uie criterion of social class, a concem of 
both paradigms, had been applied to this study, it would not have revealed the 
insights which this approach has provided and might even have produced a 
misleading interpretation for the following reasons. The research data showed a 
concem more with mral disadvantage, especially for pupils in the very numerous 
small schools, than with social class disadvantage per se. However, in the late 
'fifties and early 'sixties, local research did begin to make more Unks with social 
class disadvantage in the context of the extension of the school system, witnessed in 
oUier Australian States and in places of influence such as England. Educational 
wastage and early school leaving were formulated as related problems, which while 
linked tenuously to social class, were more strongly identified as stemming from the 
"aspirational" levels of students and parents. It is important to note the influence of 
the psychological discourse in the language of this explanation as it was argued, for 
instance, that these aspirations often were not commensurate with "ability", and so 
limited educational participation. In other words, support at home for ability was a 
crucial factor determining participation in education past primary schooling, 
especially pertinent in a pragmatic, anti-intellectual culture. In terms of gaining a 
Scholarship to secondary schooling, to be working class need not have been a barrier 
if support for education was available on the home front. Certainly "class" was a 
term which was hardly used in the discourse, perhaps indicating both a belief in an 
egalitarian society and a largely undeveloped discourse of sociology. 
Similarly, while Bourdieu's (1977) notion of cultural capital is useful as part 
of cultural reproduction analysis of education and schooling, the Scholarship 
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precipitated a different treatment. The knowledge content was so heavily prescribed 
and so routinely taught and examined, that the issue at stake was not so much one of 
cultural capital through a desirable home/school match, but had more to do with the 
efficiency and dedication of teachers, the dUigence of students in leaming a narrowly 
prescribed curriculum, and as has already been stated, the support of parents for 
"abUity" in a society where education was undervalued. 
As the Scholarship became identified as a means of limiting the chances of 
the individual, the QTU argued that political reasons kept this examination in its 
place of dominance. The retention of the Scholarship as something of a dinosaur 
compared with arrangements in other Australian States underlined the administrative 
function of the examination which overrode political and party-political imperatives. 
As an amazingly regular program of govemment, it was to be flexible enough to 
withstand changes of political parties in State govemments to deliver what was 
required in terms of administration and it did so in various forms for almost a 
century. Thus, until the State was prepared to deploy funding to develop 
educational provision in an extension of the system, the Scholarship was needed to 
govem entry to secondary education in terms of who got there and what courses 
Uiey followed. It was a technical solution to a technical problem of bio-politics. 
The theoretical framework has been especially useful in demonstrating the 
power of techniques of the human sciences when deployed for reasons of 
govemment. The works of Foucault, Rose, Hacking, Hoskin, Rose and Miller, 
Donzelot, Ball, Walkerdine, Meredyth and Hunter have been utilized. As difference 
was inscribed, calculations made and interventions carried out, individuals were 
located in the discourse of modem schooling. Children were rendered more 
"knowable" through the knowledges yielded by developmental psychology which 
placed Uie child in a normative field and informed appropriate treatment. Education 
of the "whole" child through "education of the 3Hs - the head, the heart and the 
hand" supports Rose's (1990) thesis of how govemment works on the aspirations, 
the forces, and the relations of individuals. The notion of the whole child came to be 
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institutionalised in pedagogy and also in the wider society as part of the discourse of 
psychologism in its therapeutic sense. For instance, Uie "child-centred" family was 
enveloped in the psychological discourse, becoming an instmment of govemment in 
Uie production of the child as worthwhile future citizen so that the soul of the young 
citizen became the object of govemment. 
As the psychological discourse meshed with pedagogy, the individual in 
his/her difference could be more scientifically and therefore legitimately calculated, 
measured, described and treated. Accounts by revisionists of social, cultural, racial 
and gender discrimination are important in themselves and have highlighted 
historical shifts. For instance, eugenic ideas were used in definite ways to influence 
administrative policy and practice in dealing with mental difference. However the 
historical data spoke convincingly of govemment in both its controlling and 
transformative senses, thereby underlining the administrative imperative and 
relegating ideological/philosophical arguments to a minor role. 
When child-centredness as an idea became translated into organizational 
sUategies in the classroom, a tension was created between so called "principled" 
ideas about the irreducibility of the whole child and those of bureaucratic regulation. 
In Queensland this debate was somewhat muted because progressivism, with its links 
to psychologism, whilst apparent in Uie rhetoric of official documents, was generally 
not so evident in practices. When psychologism gradually became to be seen as 
providing a viable option to the Scholarship, there were dissonant voices (e.g. 
'Vigilate', Roberts, Rayner, Castan), which ran counter to the "scholarly" discourse 
of the "experts" (e.g. Schonell, Connor). These voices were either opposed to or 
sceptical about the use of mental tests for a variety of reasons which were linked to 
ideas about the democratic rights of the child and more pragmatically to the desire to 
rule out any form of entrance examination to secondary schools. 
The tension between Uie "principled" and the "bureaucratically regulated" 
became more pronounced in the 'seventies than it ever was in the period 1945-1964. 
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By way of contrast, Meredyth and Tyler (1993, p.3) claim that currently in the 
'nineties the formal oppositions of the 'instmmental' and 'educational' are 
'evaporating' and can be seen to be operating in flexible combination within actual 
educational programs. This idea is bome out to some extent in the currentiy 
proposed policy for testing in primary and secondary schools. However there are 
some disturbing gaps. In the policy for the Performance Standards, child-centred 
ideas are not explicitiy stated, but rather there is a tacit acknowledgment of them in 
a tenuous social justice link. The rationale for the testing program as a competency-
based tactic mainly involves the wants and needs of teachers, parents and the 
community, although it is purportedly for the benefit of the "individual" child. In a 
contradictory discourse, there is evidence that parents and teachers were not 
consulted. This slippage locates the testing program as a transparent technique of 
govemment in its calculating, disciplinary sense. It seems that, in the absence of a 
clear articulation of what the child wiU gain from all this testing, the imperatives of 
govemmentality are driving this agenda - the need to make the population of schools 
knowable and therefore amenable to treatment in the state's own interest. Linked to 
plans for a national curriculum, national testing raises many concems, set as it is in 
a contextual background of an economic-rationalist political climate. 
The success for govemment of the Performance Standards will depend on 
teachers' willingness to take on the mantie of testers. It is likely that if they resist, 
it will be for pragmatic reasons such as being already overworked, rather than for 
"principled" ones concemed with the irreducibility of the whole child to such 
measuring and calculation. However, the proposed testing program could well be 
the "final straw to break the camel's back" in terms of teacher work. This program 
has the potential to be more demanding of teachers than merely administering the 
"October Tests". The tests themselves are being developed in conjunction with the 
Australian Education CouncU and its Curriculum and Assessment Committee 
(CURASS). Trial schools are already part of this development. Currentiy the time 
hne is presenting difficulty in terms of policy implementation so that the date of 
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commencement has been moved from 1994 to 1995 (personal communication with 
G. Slingsby, June 7, 1993). 
Psychological testing in Queensland has been largely unsullied by association 
wiUi poUtical or ideological links since this form of examination has been a common 
stiategy of both the Right and the Left. WhUst a distinct conservatism about testing 
was evidenced, for example in not supplementing or replacing the Scholarship with 
an IQ test, in other ways large scale testing programs have been tolerated without 
teacher, parent or student resistance, despite more enlightened educators being aware 
of revisionist accounts of the less than salubrious past of the testing movement and 
its links with phenomena such as the teacher expectancy effect and labelling theory. 
Currentiy, the debate seems to be more overtly govemmental, demonstrating 
sensitivity to wider imperatives for a national curriculum and national testing which 
bear an interesting parallel in some degree with what has occurred in Thatcherist and 
post-Thatcherist educational policy in Britain. The study has shown that in the 
immediate post-war years, British ideas were taken more cautiously, whereas in the 
present, an economic rationalist agenda drives poUcy which has had a unifying effect 
on political policy in Westem democracies. The new national testing program is a 
Federal policy initiative to bring all the Australian States into alignment in their 
testing and reporting practices as a management exercise whose implementation is 
informed by corporate managerialist strategies which bear some relationship to New 
Right political rationalities. If national testing is to be tied to a national curriculum, 
concems for curricula and pedagogy are immediately raised. 
The study has shown that the tensions which have existed in the debate about 
schooUng in the 1945-1964 period were of secondary importance to the stmggle to 
provide the necessary accommodation and resources at the local site of schooling. 
The particular techniques of govemment of education in Queensland limited the 
chances for education to develop to a similar extent as in the other Australian States 
or oUier Westem democracies. Because the focus of stmggle was at the level of 
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basic education provision, the effect was one of stultifying new ideas. The 
conservatism of the community was accepting of the kind of govemmentality for 
which the Scholarship and mental testing were disciplinary technologies of 
populations and individuals. As subject and object, the child was positioned in the 
discourse of modem schooling as a means of securing the future of the State in post-
war reconstmction, but as one who had to eam his/her place meritoriously through 
examination. The pastoral bureaucracy was only extended to be more inclusive 
when mundane historical contingencies forced the issue (e.g. growth in the school 
population coupled with the imperatives of technological advancement in the early 
'sixties). 
Foucault argues that govemmentality employs tactics rather than laws to 
achieve its social and political goals. In Queensland the Education Act of 1860 has 
been shown to be a tactic of govemment which set up secondary education with 
state-aid for the Colony's social elite in the form of the grammar schools. A 
century later, the abolition of the Scholarship in 1963 and the Education Act of 
1964, were tactics of govemment which opened up a more democratic access to 
secondary schooUng in the State's own interests as well as for the individual's 
growth and development. This legislation which raised the school leaving age to 
fifteen years was passed after a decade of procrastination, but even then the State 
was not ready to cope with the avalanche of children into the secondary schools. 
NoneUieless the tactic was that of acting first and making the best of bad planning 
later. 
This study has broken new ground by taking a Foucaultian theoretical 
framework to an analysis of this particular regime of tmth of Queensland's 
educational history. By beginning with a problem of the present (i.e. assessment via 
examinations which help position students for tertiary entrance), it has traced a 
genealogical line of descent to earlier forms which have helped shape how 
assessment is currentiy viewed. Through an analysis of discourse at the primary 
level of sources it has sought out clues about practices and changes in practices. 
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Govemmentality has provided a linking thread throughout since the parlous nature of 
Queensland education made regulation, routinization and surveUlance imperative in 
order to manage the "ship". Although this study is not intended to be generalizable, 
it is likely that it could speak of schooling and educational practices in, for example, 
other Australian States since, as Butts (1955) observed, they all had centralized 
systems of administration and shared other common factors of management. In 
short, it could provide a means of taking a different view of schooling practices 
beyond Queensland. 
Limitations of the Study and Areas for Further Research 
The period roughly from 1945-1964 was chosen because there were 
recognizable discontinuities at these historical points. For instance, the immediate 
aftermaUi of World War Two signalled "the roseate of a new dawn" whilst the 
Education Act of 1964 was heralded as a response to a "social revolution". 
However it has been necessary and desirable that a flexible attitude to time be taken 
which has meant that there has been a movement backwards to the nineteenth 
century to the emergence of the Scholarship and of course a focus on the present 
tertiary entrance debacle and its links with the Performance Standards policy. This 
use of time is consistent with Foucaultian historiography, but the effect is that whilst 
a genealogical Une of descent is taken to seek out the emergence and development of 
one particular aspect (e.g. mental testing), there are other important schooling 
practices which must be left out. Therefore it was impossible to paint the big 
picture, and indeed it was not the intention to do so. 
Further research is needed into the future policy developments in the 
Performance Standards testing program because, as a working document, it is still in 
Uie process of being formulated and tiialled. Practices of testing, recording and 
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reporting results should be studied in relation to power/knowledge and 
govemmentality. In addition, this research should be analysed and compared with 
national testing and national curriculum initiatives in Australia as well as in places 
such as England and Wales. Certainly the claims made in the textual information at 
Uie launch of the policy (e.g. about funding, labelling, profiling, reporting) need to 
be monitored carefully. If the testing program is extended to Years 11 and 12, it 
wiU be cmcial to investigate how students might be positioned throughout their 
entire schooUng experience by the use of these "benchmarks" to constmct a 
"reporting framework". 
The positioning of girls and women in a discourse which at times was 
distinctiy oppositional is also an area for further research since gendered subjectivity 
presents a conception of power which relies on knowledge to fix what is normal. In 
areas of curriculum, aspirations and recognition, girls were placed differentially, 
oppositionally and unequally to boys. Thereby identity was produced by different 
normative practices. Similarly women teachers did not receive equal pay until 1968 
and, in terms of employment prospects and promotional chances, were severely 
disadvantaged. For instance, this study has shown how married women teachers 
were used in times of shortages, but were forced to resign on marriage and if 
employed were often not eligible for equal remuneration to men and unmarried 
women teachers in terms of holiday pay. Overall, what was striking about the 
gendered subjectivity of the discourse was the consistency of the practices which 
gave girls and women teachers lesser status in the schooling apparatus and in the 
public sphere of work. 
Gaps and silences in the discourse are significant in themselves. Although 
there was a large immigration policy put in place in the post-war years in Australia, 
practices of dealing with children who were culturally different were based in 
assimilationist logic. Whilst official reports speak of numbers of migrant children in 
schools, practices of administration and teaching of these children could well be an 
area for further research. 
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The study has been concemed with state schooling and has not included the 
non-state sector. This decision was taken because Queensland's stmggle to provide 
state schooling was more closely linked to govemmentality in the Foucaultian 
meaning. State schooling in Queensland, from its earliest inception, was to be free, 
and non-sectarian. As a result, sectarian rivalry surfaced and has its own history of 
education through church schools. The Roman Catholic church was the biggest 
player in the field of non-state education, and whilst its presence has been alluded 
to, it must remain as a separate study. 
A Final Word 
In order to draw the findings of this research together by way of an overall 
summation, the questions which have been posed throughout and which are cited 
earlier in this Chapter should now be answered explicitiy. Questions with 
summarised answers follow: 
"How and why did educational strategies and practices change?": 
Practices such as the State Scholarship Examination were slow to change in 
Queensland due to historical contingencies which were related to post-war 
reconstmctionism, but were hampered by conservative, pragmatic govemmental 
decisions. Practices also changed through the influence of the human technologies 
(e.g. psychology) so that the Scholarship was ultimately replaced in its function as a 
selection technique by psychological testing. In that context, the ACER and the 
Research and Guidance Branch of the State Department of Education as apparatuses 
of Uie psychological complex took on greater importance in terms of 
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govemmentality. Currentiy, govemment is operating from somewhat different 
imperatives so that practices are changing due to influences of economic rationalism, 
corporate managerialism, psychologism and individualism, all of which are 
represented in notions of competencies in educational assessment. 
"Why did practices change when they did?": 
Practices changed through influences from interstate and abroad, and from the 
pressures of a rapidly growing population which, in the best interests of the state and 
of the individual, demanded an extension of education. The state withstood these 
pressures for as long as it could before capitulating to demands, for example from 
Uie QTU. The reasons for changes in practices were always conceived in terms of 
govemmentality. Shifts in the project of govemment required concomitant shifts in 
policy and practice (e.g. compare the Education Acts of 1860 and 1964). Practices 
continue to change due to influences from abroad, for example educational policy in 
post-Thatcherist Britain. Currentiy reforms in education which are competency-
based and vocationally oriented are making an impact (e.g. the Performance 
Standards). Presentiy there is a call for more expansion in education, but at the 
tertiary level. Since 1945, the problem of educational provision has shifted from 
one of catering for a rapidly increasing rate of participation at secondary level to the 
provision of places at tertiary level. In both instances, individual desires and 
expectations were adjusted to meet those of govemment and it was left to the state to 
provide the necessary fiscal means for broadening educational provision. 
"How and why did practices change in the form they did?": 
Of the two main strands of govemmentality, that of control and that of nurture, the 
former has been shown to be the foremost imperative in the period 1945-1964, but 
tempered at certain times and in definite ways by the latter. Psychologism in its 
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therapeutic sense changed practices which in tum helped position the child in the 
discourse of modem schooling as subject and object of the psychological discourse 
evident in Uie psychology/pedagogy nexus. The discourse of schooling also 
positioned the child as the self-goveming citizen of the future by the overt and 
covert use of corrective strategies. It was the scholastic identity which the child 
carried with it into the world of work, which helped position the child in a social 
and economic sense. Despite the expansion of schooling, where earlier forms of 
inequality have been diminished by policies of reform, state schooling is wedded to 
the examination and ranking of its participants, and for these reasons dividing 
practices of the examination are likely to become more influential in that their job is 
one of continuous selection (e.g. the Performance Standards) culminating at the end 
of Year 12 with the QCS tests and the inscription of the OP rating. 
The findings of this study should not be seen merely as an instance of the 
failure of assessment and education generally, although certainly education was 
neglected by State govemments and the community in the 'forties and 'fifties and 
currentiy the state is unable to meet individual demands for tertiary education. If 
one bases the question of education in terms of state power, this is the obvious 
conclusion. But the analysis done in this study by way of govemmentality has 
produced a different result. By showing how govemment works on the aspirations, 
forces and relations between people in calculated ways and by technical means to 
produce the individual positively in discourse, its investment in the pastoral 
bureaucracy of state schooling has to be seen as an achievement in past, present and 
in all likelihood, futiare senses. 
New concems about the Performance Standards and about the tertiary 
entrance problem are exposed by this placing of the past in the present. In the future 
it is likely that the national form of testing which is currentiy being developed will 
operate on individuals within school populations so that students will "know" their 
normative position even more clearly than they do so at present. If this happens it 
wUl underUne two main points which the study has made, namely that programs of 
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govemment are consistent in line with its goals, and that the means which 
govemment has at its disposal to achieve its social and political ends are limited. 
So one testing program replaces another. This could be interpreted as being 
symptomatic of the congenitally failing operation of assessment in the apparatus of 
schooling. However, this stijdy has placed a different interpretation on the use of 
such dividing practices. These technologies, despite historical differences, have 
been shown to be significant achievements of govemment in securing its own social 
and political goals. 
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